Mississippi State University

Scholars Junction
Theses and Dissertations

Theses and Dissertations

5-11-2013

Instructional Approaches in Social Studies: A Comparison of the
Impact on Student Achievement and Attitude
Carolyn Gaye Tucker

Follow this and additional works at: https://scholarsjunction.msstate.edu/td

Recommended Citation
Tucker, Carolyn Gaye, "Instructional Approaches in Social Studies: A Comparison of the Impact on Student
Achievement and Attitude" (2013). Theses and Dissertations. 2754.
https://scholarsjunction.msstate.edu/td/2754

This Dissertation - Open Access is brought to you for free and open access by the Theses and Dissertations at
Scholars Junction. It has been accepted for inclusion in Theses and Dissertations by an authorized administrator of
Scholars Junction. For more information, please contact scholcomm@msstate.libanswers.com.

Automated Template APA: Created by James Nail 2013 V2.1

Instructional approaches in social studies: A comparison of the impact
on student achievement and attitude

By
Carolyn Gaye Tucker

A Dissertation
Submitted to the Faculty of
Mississippi State University
in Partial Fulfillment of the Requirements
for the Degree of Doctor of Philosophy
in Education
in the Department of Curriculum, Instruction, and Special Education
Mississippi State, Mississippi
May 2013

Copyright by
Carolyn Gaye Tucker
2013

Instructional approaches in social studies: A comparison of the impact
on student achievement and attitude
By
Carolyn Gaye Tucker
Approved:
_________________________________
Devon G. Brenner
Professor of Curriculum, Instruction
and Special Education
(Committee Chair)

_________________________________
Sallie L. Harper
Associate Professor of Curriculum,
Instruction, and Special Education
(Committee Co-Chair)

_________________________________
Joshua C. Watson
Associate Professor of
Counseling and Educational Psychology
(Committee Member)

_________________________________
Margaret Pope
Associate Professor of Curriculum,
Instruction, and Special Education
(Committee Member)

_________________________________
Charlotte D. Burroughs
Professor of Curriculum, Instruction,
and Special Education
(Graduate Coordinator)

_________________________________
Richard Blackbourn
Dean of the College of Education

Name: Carolyn Gaye Tucker
Date of Degree: May 10, 2013
Institution: Mississippi State University
Major Field: Education
Major Professor: Dr. Devon Brenner
Title of Study:

Instructional approaches in social studies: A comparison of the impact
on student achievement and attitude

Pages in Study: 139
Candidate for Degree of Doctor of Philosophy
Many students feel that studying social studies is boring and not relevant to their
lives. In social studies, the most common method of instruction is the transmission
model in which the textbook becomes the curriculum and the teacher transmits
knowledge through lecture. In the participatory model of instruction, the teacher
facilitates student-led literature discussion groups utilizing narrative and expository trade
books with the textbook as a resource. Previous research has indicated that instructional
methods may affect student attitude and achievement; however, there is limited empirical
research that is definitive on which instructional method is significantly better for
students.
The purpose of this study was to compare the effects of literature-based
instruction with lecture-style instruction on student achievement and attitude toward
social studies. Participants included 76 Grade 8 U.S. History students from two middle
schools in a southern state of the United States. Of these 76 students, 28 were in the
experimental group and 48 were in the control group. All students were administered a

content knowledge test and an attitude toward social studies survey before beginning the
unit of study and again after the conclusion of the unit.
To analyze the data from content knowledge, a repeated-measures analysis of
variance was used with the difference scores serving as the dependent variable. Results
showed that there was not a significant difference in content knowledge difference scores
from pretest to posttest between students taught through literature-based instruction and
those taught through lecture-style instruction. To analyze the data from the attitude
survey, the two groups’ difference scores were compared on a repeated measures
multivariate analysis of variance. The results indicated that two of the nine constructs
tested showed a significant difference from the pre-study survey to the post-study survey
which were: (a) attitude toward social studies and (b) student perception of the usefulness
of social studies. The findings from this study suggest that when students are taught
social studies through literature-based instruction, they are more likely to have
significantly higher attitudes toward the subject and find relevance to their own lives than
when they are taught through lecture-style instruction using only the textbook.
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CHAPTER I
INTRODUCTION

Background
Adolescence is often referred to as the in-between years, the years between
childhood and adulthood. It is often a time of unpredictability and confusion in the lives
of youth (Ackerman, 2007). In this study, adolescence is considered to be the time in
children’s lives when they are most vulnerable to the social and emotional effects of
school success. Successful adolescent students often enjoy school and learning.
Successful adolescent readers are those who read well, have a wide range of vocabulary,
comprehend most of what they read, use metacognitive strategies to monitor their own
learning, use effective comprehension strategies, and utilize fix-up strategies when they
realize they are not understanding what they are reading (National Institute for Literacy,
2008). Adolescents who are unsuccessful in school may “exhibit a range of difficulties”
(Biancarosa, 2005, p. 16); in general, struggling students do not read well or they read too
slowly, do not have a set of strategies to use in order to comprehend and repair when
comprehension falls apart. Many times, students do not know why they do not
understand what they are reading, yet they are given textbooks and trade books to read
that are too difficult (Frye, 2009). Most middle school teachers view their struggling
readers as having a “lack of motivation, limited vocabulary and knowledge about the
world, weak comprehension skills, or limited decoding skills” (Broaddus & Ivey, 2002,
1

p. 6). Successful students usually feel competent in their learning, whereas unsuccessful
students usually have low self-efficacy and feel disconnected to learning (Kelley &
Decker, 2009).
Students who feel disconnected to learning and have low self-efficacy produce a
dilemma for teachers and parents because how students see themselves as readers and
writers affects how motivated they are to learn in their content area classes (Alvermann,
2001, 2003). Self-efficacy refers to how one perceives one’s ability to complete a
specific task, whereas self-concept refers to one’s perception of one’s self overall
(Alvermann, 2001, 2003; Guthrie & Wigfield, 2000). In most theories of motivation,
self-efficacy is a vital factor (Alvermann, 2003); therefore, students’ self-efficacy of
reading in social studies has a direct effect on their motivation and achievement in social
studies.
Struggling readers are often unmotivated to read, therefore, teachers should be
creative in ways to motivate them to read (National Institute for Literacy, 2008).
Wigfield, Guthrie, Tonks, and Perencevich (2004) found that instructional practices
affect children’s motivation to read as well as their academic achievement. Instructional
practices that foster engagement include strategies that foster student motivation which
involves student self-efficacy, strategy use, growth in conceptual knowledge through the
use of children’s literature called trade books and other materials, and social interaction
of students among their peers (Guthrie, 2004).
In a review of 55 research studies from 1994-2004 on adolescent literacy, Phelps
(2005) focused on multiple variables that impact the literacy development of adolescents.
One of several sets of variables, developmental variables include development of
2

identity, beliefs, self-perceptions, and social behaviors. Exploring multiple literacies and
multiple texts at school provides students an opportunity to impact their identity
development. Multiple literacies have been described in several ways. Phelps (2005)
compared multiple literacies to school-based literacies as being “much more complex,
dynamic, and sophisticated,” (p. 7) and identified multiple texts as including “electronic
media, adolescents’ own cultural and social understandings” (p. 7) as well as print-based
texts. Bean, Bean, and Bean (1999) described multiple literacies as “encompass[ing]
socially interactive technologies” (p. 447), while the American Association of School
Librarians (2009) identified multiple literacies as encompassing visual literacy, digital
literacy, textual literacy, and technological literacy. Developmental variables are
concerned with adolescent literacy development which is shaped by social, cultural, and
linguistic variables.
Social, cultural, and linguistic variables which include gender, social class,
economic status, language, and ethnicity all help shape adolescents’ literacy practices.
Results from qualitative studies reviewed by Phelps (2005) implied that teachers should
be knowledgeable about their students’ social, cultural, and linguistic attributes in order
to capitalize on and understand student literacies. The results also suggested that males
and females have different discourse styles and that social and cultural variables
influence adolescents’ literacy development as well as how and what they understand
about what they have read.
Instructional variables, on the other hand, included teaching approaches such as
direct instruction, skill and strategy instruction, adapting instruction for struggling
readers, literacy in the content areas, and curricular reform. Phelps (2005) concluded that
3

there is no one fool-proof method or strategy to improve adolescent literacy, but that
successful literacy instruction for adolescents addressed the needs of particular students,
teachers, schools, and communities. Although research has shown adolescent literacy
development is enhanced by effective and experienced teachers, many content area
teachers are still reluctant to incorporate literacy instruction into their teaching.
Effective professional development may help teachers include literacy
development activities with their subject area instruction if they are provided evidence of
the relevance and effectiveness of such activities. Phelps’ (2005) review of research
studies revealed that adolescent literacy development is a complex process and that
teachers must understand that the literate identities of students is varied and should be
addressed through their instruction.
Although statistics from the National Assessment of Educational Progress in 2005
showed that the level of reading achievement drops from elementary grades to middle
grades, adolescents are communicating with each other through various sources such as:
text messaging, email, visual productions, and the Internet (Alvermann, 2001; Phelps,
2005; Pitcher et al., 2007). Students read things they are interested in reading (which is
shaped by their development of identity as well as their social, cultural, and linguistic
attributes). Adolescents use multimodal literacy skills (i.e., attending to graphics at the
same time as the printed text) to read graphic novels of all types and Manga, a popular
Japanese type of comic book that requires complex reading skills (Hughes, 2007;
Schwartz & Rubinstein-Ávila, 2006). Today’s adolescents are not without literacy skills,
but they have developed new literacy skills for the type of reading and communicating in
which they are interested.
4

What many adolescent students are lacking are the skills and strategies to
comprehend expository text (Lee & Spratley, 2010). Content learning is deeply
entrenched in students’ ability and willingness to read to learn in the discipline. Teachers
in content-area subjects who use a variety of approaches to interest their students in the
text and include instruction in comprehension skills and strategies for both expository and
narrative texts often have more successful students. Content area texts have highly
specific features that require students to have a more advanced form of literacy in order
to create meaning and achieve academic success (Heller & Greenleaf, 2007; Lee &
Spratley, 2010).
Adolescent students struggle with history textbooks and primary source
documents, but explicit attention by teachers to prior knowledge, text features,
vocabulary, and comprehension strategies can help students successfully read to learn
(Heller & Greenleaf, 2007; Lee & Spratley, 2010). Reading and comprehending contentarea texts require that students have sufficient background knowledge of the content to be
studied (Soalt, 2005). Teachers have a variety of resources from which to choose, such
as trade books and Internet sources, to enhance their students’ conceptual knowledge
before they read the textbook chapter.
Statement of the Problem
In middle school history classes, the primary method of learning information is
the use of textbooks (Alvermann, 2001; Lee & Spratley, 2010; Palmer & Stewart, 1997)
and the most frequent method of teaching is the transmission model of teaching
(Alvermann, 2001). In the transmission model of teaching, the textbook is often the
curriculum and the teacher transmits facts and concepts through lectures. However,
5

participatory approaches to literacy instruction in social studies classrooms emphasize
peer-led literature discussion groups and the structure of the classroom is more studentcentered (Alvermann, 2001). In participatory classrooms, the textbook is used as a tool
for learning along with primary source documents, magazines, trade books, and
technological resources.
The expository structure of content area textbooks is more complex and more
difficult to understand than narrative text structure. If students have not been explicitly
instructed in reading expository material, they will not be successful in constructing
meaning from the more complex expository text (Dymock, 2005). However, many
middle and high school content area teachers do not feel that it is their job to teach
students how to read the textbooks (Gomez & Gomez, 2007). In addition, many
adolescents feel disconnected to the content of social studies when their textbooks seem
to be organized around a series of facts. Reading children’s literature related to the
content being studied can help students put those facts into a more meaningful
perspective (Savage & Savage, 1993; Soalt, 2005).
The problem explored in this study is that many students perceive social studies
content is dull, boring, and unrelated to their lives (Hobbs & Moroz, 2001; Schug, Todd,
& Beery, 1982; Zhao & Hoge, 2005) which leads to a lack of achievement. Textbooks
and reference books provide a wealth of information, however, when social studies is
taught exclusively through the textbook, student comprehension suffers because of the
complexity of the text, writing styles that do not appeal to students, and too much
content-specific vocabulary (Bauman, 2002; Frye, 2009). The content and writing styles
used in textbooks often are not stimulating to students and do not provide the detail,
6

action, or human element that can often be found in a well-written story (Edgington,
1998).
Student understanding of the essential content strands of the social studies can be
enhanced through the use of well-written literature for adolescents. Students may gain
the ability to feel empathy, gain insight, and develop an understanding of the social issues
of the day as well as what day-to-day life was like in the past through reading
biographies, autobiographies, and historical fiction set in the time being studied (Savage
& Savage, 1993). Informational trade books are also important to student understanding
and can activate prior knowledge and build background knowledge for students who are
unfamiliar with the topic (Soalt, 2005). Reading good literature within the social studies
units provides learners with opportunities to expand their knowledge about human events,
the emotions behind the events, and details of the setting while the characters become
like real people with emotions, problems, and feelings. Good narrative literature also
provides a balance between historical facts and the characteristics of the people involved.
Finally, reading good literature helps students identify with and make connections
between their lives and the characters, events, and emotions of human history (Krey,
1998; Schug, et al., 1982; Shaughnessy & Haladyna, 1985).
The purpose of this research study is twofold: (a) to determine if there is a
significant difference in student achievement between traditional lecture-style instruction
using the textbook and literature-based instruction using trade books in small,
collaborative groups and (b) to evaluate whether or not there is a significant difference in
student attitudes toward learning in middle grades social studies between traditional
lecture-style instruction using the textbook and literature-based instruction using trade
7

books in small, collaborative groups. This project may contribute to the body of
knowledge surrounding content area literacy, the use of literature-based instructional
practices in social studies curriculum, and student attitudes toward learning in middle
grades social studies.
The research questions explored in this study are:
Question One: Is there a significant difference in student content knowledge
between literature-based instruction using trade books in small,
collaborative groups as opposed to traditional lecture-style instruction
using only the textbook in eighth grade history classes?
Question Two: Is there a significant difference in the changes in student attitudes
between literature-based instruction using trade books in small,
collaborative groups as opposed to traditional lecture using only the
textbook for instruction in eighth grade history classes?
Hypotheses
The first hypothesis for this study is that students who are taught through
literature-based instruction using trade books in small, collaborative groups will have
increased scores on the posttest showing a greater increase in content knowledge as
opposed to students instructed through lecture-style instruction using the textbook.
The second hypothesis for this study is that there is a significant increase in
attitudes of students toward social studies when instructed through literature-based
instruction using trade books in small, collaborative groups as opposed to students
instructed in the same social studies unit using lecture-style instruction with the textbook.
8

Justification for the Study
According to the National Institute for Literacy’s (2008) report, What Content
Area Teachers Should Know about Adolescent Literacy, “explorations of the kinds of
supplemental materials useful in enhancing content-area instruction in text
comprehension would provide teachers with guidance in selecting such materials” (p.
26). Based on this statement, there appears to be a gap in the research regarding the use
of supplemental materials in enhancing content area instruction and how it can be used to
improve text comprehension and student engagement. The supplemental materials used
in this study will be children’s literature, commonly referred to as trade books that will
include both expository and narrative texts to complement the curriculum being studied
in the social studies textbook.
Limitations
The limitations of this study are as follows: (a) the results from this study may not
generalize to all eighth grade students since the participants in this study are two small
middle schools in a local, rural school district; (b) the number of participants in the
experimental group varied from the number of participants in the control group due to the
students’ choices regarding participation and attendance; and (c) the researcher relied on
the participants’ honesty in responding to the attitude survey. If students were not honest
in responding to the attitude survey, their dishonesty could threaten the validity of the
findings.

9

Definition of Terms
Adolescence - a stage of development when children are between childhood and
adulthood which is characterized by cognitive, emotional, physical, and attitudinal
changes (Ackerman, 2007)
Attitude - personal view of something; an opinion or general feeling about something
(Encarta Dictionary, 2000)
Adolescent literacy - reading, writing, speaking, and listening for children in middle and
high school years (Kamil, 2003)
Content area literacy - reading and writing instruction in subjects such as science, math,
social studies, and history (Heller & Greenleaf, 2007)
Expository text – Literature whose purpose is to inform, explain, describe, direct, or show
cause and effect or problem and solution (Moss, 2004)
Motivation – Internal and external factors that stimulate a person to be interested and
committed to performing a task or job (Guthrie & Wigfield, 2000)
Multimodal literacies - Using several kinds of literacy skills in reading texts, discerning
meaning of various media types, and communicating through writing and
technology (Thompson, 2008)
Narrative texts – Literature that tells a story (Moss, 2004)
Reading Engagement - active, interested, energized reading while using strategies to
learn from the text (Guthrie, 2004)
Self-concept – One’s overall perception of themselves (Alvermann, 2003)
Self-efficacy – How a person perceives his/her own ability to complete a given task
(Guthrie & Wigfield, 2000)
10

Trade books - Children’s literature in the form of books intended for general readership
that are sold in bookstores and found in libraries and encompass all genres in
fiction and nonfiction. (Krey, 1998)

11

CHAPTER II
REVIEW OF LITERATURE

This study was designed to compare the effects of literature-based instruction
with traditional instruction on student achievement and attitude in eighth grade U.S.
History. The review of literature presented in this chapter focuses on the following: (a)
assessment of student progress; (b) content area literacy; (c) literature for adolescents; (d)
integrating children’s literature in social studies; and (e) attitude, motivation, and
engagement.
Assessment of Student Progress
Numerous measures of student achievement show that U.S. students do not read
as well as expected. The National Center for Education Statistics (NCES) in The
Nation’s Report Card reports the scores showing the academic achievement of
elementary and secondary students in the United States as measured on the National
Assessment of Educational Progress (NAEP). In this section, the national results are
discussed first as a context for the Mississippi scores.
National Assessment of Educational Progress
According to the NCES (Aud et al., 2011), the NAEP long term trends showed
that the average reading scale scores for eighth grade students have been nearly the same
for the past four decades. Scale scores can range from 0 to 500 and the 2009 NAEP
12

average reading scale score for eighth grade students in reading was 264. In fact, all of
the average reading scale scores since 1971 for eighth grade students have been in the
250 - 264 range as shown in Table 1.
Table 1
NAEP Average Reading Scale Scores for Eighth Grade Students in Selected Years
Year

1971

1975

1980

1990

1992

1999

Scale 255
256
258
257
260
259
score
Source: National Center for Educational Statistics (2010)

2004

2007

2009

257

263

264

Reading achievement levels, adopted by the National Assessment Governing
Board, are designed to measure how well students’ achievement matches the desired
achievement level. The governing board adopted three achievement levels for each grade
tested which are: basic, proficient, and advanced. These achievement levels define what
students know and are able to do. “The basic achievement level indicates the student has
partial mastery of fundamental skills. The proficient achievement level indicates
demonstrated competency over challenging subject matter. The advanced achievement
level indicates superior performance” (Aud et al., 2011, p. 42).
Scores on the NAEP reading assessment showed that 68 % of eighth grade
students scored below the proficient level in 2009, meaning that they did not read on
grade level and were unable to “summarize main ideas and themes, make and support
inferences about a text, or analyze text features” (NCES, 2009, p. 36). When reading
narrative texts and poetry, eighth graders performing below the proficient level were
unable to make a connection between characters, recognize character actions, infer
13

character feelings, make judgments about characters’ motivations, or identify the use of
figurative language. When reading expository text, these same students were unable to
find facts and relevant information to support the main idea, understand cause and effect
relationships, or use the text to make judgments about the author’s position.
Twenty-five percent of eighth grade students scored below basic in reading in
2009, which means that they were unable to locate information, identify the main idea,
make simple inferences about a text, or interpret the meaning of a word as it is used in the
text. While reading narrative text and poetry, these students were unable to make simple
inferences about the setting or about the character’s motivation, or make judgments about
the way the author tells the story. While reading expository text, these students
performing below basic were unable to locate relevant information to use in making
statements about the text (NCES, 2009). The percentage of students scoring at each
achievement level was nearly the same as in 2002 and only slightly better than in 2005,
as shown in Table 2.
Table 2
Trend of Eighth Grade NAEP Reading Achievement Levels
Percentage of Students Scoring at each
Achievement Level

1994

2002

2005

2009

% Below Basic

30

25

27

25

% at or Above Basic

70

75

73

75

% at or Above Proficient

30

33

31

32

3

3

3

3

% at Advanced
Source: NCES, 2011, p. 42
14

The percentage of students performing below the proficient level indicates that
much needs to be done to reinforce instruction in reading skills and strategies in the
middle and upper grades. All students need high-quality instruction in literacy from
kindergarten through twelfth grade because literacy requirements intensify as they
progress through the grades (Shanahan & Shanahan, 2008).
Students in fourth, eighth, and twelfth grades are also assessed by the NAEP on
their knowledge of U.S. History. Scale scores from 252 to 293 are considered to be at the
basic level and the average scale scores for eighth graders from 1994 to 2010 are all at
the basic level. However, the average U.S. History scale score for eighth graders shows a
positive trend in increasing from testing year to testing year as shown in Table 3 (NCES,
2011).
Table 3
Average U.S. History Scale Scores for Eighth Graders in Selected Years
Year

1994

Average Scale
Score
259
Source: NCES, 2010, p. 22

2001

2006

2010

260

263

266

The U.S. History 2010 NAEP assessment shows that the percentage of eighth
graders who scored at or above basic increased from 65% in 2006 to 69%, but the
percentage of students scoring at or above proficient and at advanced remained the same
at 17% and 1% respectively as shown in Table 4. Eighth-grade students performing at
the basic level on U.S. History should be able to “identify and place in context a range of
historical people, places, events, ideas, and documents; distinguish between primary and
15

secondary sources” (NCES, 2011, p. 29) of information; demonstrate that they are
developing an understanding of how the American people, though diverse in their
cultural heritages, have formed a single nation; explain the basics of the political ideas
and institutions of American life and their historical origins; and explain the importance
of some of the major historical events in the founding of America. However, those
eighth-grade students performing below the proficient level may not be cognizant of the
connections between people and events within historical contexts or appreciate and be
able to explain the opportunities, perspectives, and challenges within a diverse cultural
population. They also may not be knowledgeable of significant political ideas and
institutions or be able to share their ideas about historical themes while citing primary
and secondary sources to support their conclusions (NCES, 2011).
Table 4
Trend of Eighth Grade NAEP U. S. History Assessment Data
Percentage of students scoring at each

1994

2001

2006

2010

% of students scoring below basic

39

36

35

31

% of students scoring at or above basic

61

64

65

69

% of students scoring at or above proficient

14

17

17

17

% of students scoring at advanced

1

2

1

1

achievement level

Source: NCES, 2011, p. 22
The majority of eighth grade students have been performing at or below the basic
level on the NAEP U.S. History assessment, but the goal is for students to perform at the
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proficient or advanced level. However, when one considers that the U.S. History
assessment required students to be able to read and comprehend the test items and answer
choices as well as having knowledge of U.S. History in order to be able to answer
correctly, one only needed to look at the average performance of eighth graders on the
NAEP Reading assessment to understand why the average scores for eighth graders was
low on the NAEP U.S. History assessment. In reading, the majority of students scored at
or below the basic level. Therefore, it follows that eighth grade U.S. History teachers
should have had an interest in supporting and developing their students’ literacy skills in
the history classroom (NCES, 2011).
ACT
Another achievement test that measures student knowledge and skills is the ACT
which is administered to high school students in their tenth, eleventh, or twelfth grade
year to assess their college and career readiness. The longitudinal assessment component
of the system includes EXPLORE for eighth and ninth grade students, PLAN for tenth
grade students and ACT for students in Grades 11 and 12. EXPLORE provides
information on individual student’s academic preparation and can be used to plan high
school coursework. PLAN shows the students’ progress toward their college and career
goals, while “the ACT measures students’ academic readiness to make successful
transitions to college and work after high school” (ACT, 2008, p. 44). Each of these
assessments measure students’ achievement in English, mathematics, reading, and
science and is intended to be aligned with college readiness benchmarks. The highest
predictive value on college and career readiness by twelfth grade is eighth grade
academic achievement on the EXPLORE test. The college readiness benchmarks for
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each of the tests included in the longitudinal assessment are shown in Table 5 (ACT,
2008).
Table 5
ACT’s College Readiness Benchmarks
College Course

Subject Test

English composition English

EXPLORE® PLAN®
benchmark
benchmark
13
15

ACT®
benchmark
18

Social Sciences

Reading

15

17

21

College Algebra

Mathematics

17

19

22

Biology

Science

20

21

24

Note. Source: ACT, 2008, p. 64
According to the ACT’s Profile Report on the readiness of Mississippi’s 2011
graduating students for college-level courses, just over half of the graduating students
met or exceeded the English benchmark score, but the percentage of students meeting or
exceeding the other three benchmark scores are much lower and only 10% of our
graduating students were ready for college-level courses as shown in Figure 1 (ACT,
2011b).
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Figure 1.
coursework

Percent of Mississippi’s 2011 graduating class ready for college-level

Rather than comparing students year by year, ACT recommends looking at fiveyear trends. For Mississippi, that means the percentage of students meeting or exceeding
the English benchmark has fallen from 57% to 52% and the percentage of students
meeting college readiness benchmarks in mathematics has changed only one percentage
point, from 19% to 20%. The percentage of students meeting the reading benchmark,
which is described as a measure of readiness for social science courses in college, has
decreased from 35% to 33% (ACT, 2011a).
ACT (2008) reported that “the level of academic achievement that students attain
by eighth grade has a larger impact on their college and career readiness by the time they
graduate high school than anything that happens academically in high school” (p. 2).
Educators striving to improve the percentage of students meeting the college-readiness
benchmarks should establish goals beginning in eighth grade with the EXPLORE
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assessment (ACT, 2008). This is especially important to Mississippi students because of
their low scores.
Scholastic Achievement Test
In addition to the NAEP and the ACT, the Scholastic Achievement Test (SAT)
“measures how much students know about a particular academic subject and how well
they can apply that knowledge” (The College Board, 2011, para 1). The ten-year trend in
mean scores nationwide on the SAT’s critical reading construct shows that mean scores
have decreased from 506 in 2001 to 497 in 2011. Although only 4% of Mississippi’s
graduating seniors took the SAT in 2010-2011, Mississippi’s SAT critical reading
construct shows a smaller decline from 566 in 2001 to 564 in 2011 (The College Board,
2012).
Subject Area Testing Program 2
In Mississippi, the Subject-Area Testing Program, 2nd Edition (SATP2) for
2010/2011 showed that 87% of all students taking the SATP2 for U.S. History in eighth
grade scored basic or above; yet only 61% out of the 87% of students scored proficient or
above (Mississippi Department of Education, 2012a). The U.S. History Test measured
both historical knowledge and real-world skills by having students read and interpret
information from primary and secondary sources, data, maps, charts, and tables. Students
receive a raw score, a scale score, and a performance standard level. The raw score is the
number of correct responses on the multiple choice questions, which is converted to an
ability score (Mississippi Department of Education, 2012b). The ability score is then
converted to a scale score ranging from 100 to 500, with a passing score of 300. Scale
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scores are correlated with the performance levels minimal (100-310), basic (311-346),
proficient (347-396), and advanced (397-500). It is important to note that the passing
scale score of 300 is in the minimal performance level, which is two levels below the
proficient level (Mississippi Department of Education, 2012b).
Content Area Literacy
Mississippi’s scores are of special concern because of the importance of success
in middle school. Mississippi achievement in content areas and in literacy is low.
Research on content area literacy instruction suggests that content area instruction could
help ameliorate these concerns about low performance.
Reading to Learn
Adolescent students are expected to be able to read to learn new and complex
content. Without an understanding of how to read informational text, adolescents have
little hope of reading to learn the concepts through the textbooks they are assigned.
However, teachers could improve their students’ skills with expository text by providing
opportunities to construct meaning through a literacy-rich environment with fiction and
non-fiction trade books, texts, video, and web-based texts while incorporating strategies
like predicting, summarizing, organizing information, and inferring (Bertelsen & Fischer,
2002).
Reading to learn is “the ability to extract information and meaning from text” and
involves using skills such as “defining, summarizing, retrieving information, serializing,
analyzing, synthesizing, and reflecting” (Gomez & Gomez, 2007, p. 224). Gomez and
Gomez (2007) recommended that content area teachers teach students to comprehend
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increasingly difficult texts through reading-to-learn strategies, such as annotating texts by
identifying difficult vocabulary, highlighting main ideas, supporting details, and
inferences; using double-entry logs which provide a structure to monitor their
understanding of vocabulary, cause and effect, argument and evidence, etc. and
summarization of the main idea and supporting details of the text read. Ness (2007)
considered instruction in reading comprehension strategies such as predicting,
questioning, and summarizing necessary for students to become proficient readers of
content area texts. In her study, examining teaching methods of four middle school
content area teachers and four high school content area teachers, Ness found that just
over 3% of instructional time was used to help adolescents make meaning of content area
texts. She recommended professional development for teachers regarding the
instructional value of literacy integration in their teaching and in creating an inquirybased environment (Ness, 2007).
Reading to learn is emphasized in the Common Core State Standards for English
Language Arts and Literacy in History, Science, and Technical Subjects (CCSS-ELA) as
the CCSS-ELA set requirements for literacy in history/social studies, science, and
technical subjects as well as for English language arts. Teachers of English Language
Arts, history/social studies, science, and technical subjects in grades 6 - 12 are expected
to use their content area expertise to help students meet the particular challenges of
reading, writing, speaking, listening, and language in their respective fields (CCSS-ELA,
2010). The literacy standards for grades 6 - 12 are intended to supplement, not replace,
the content standards in history/social studies, science, and technical subjects. The
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CCSS-ELA also emphasized the importance of reading in the content areas in the
following note:
Reading is critical to building knowledge in history/social studies as well as in
science and technical subjects. College and career ready reading in these fields
requires an appreciation of the norms and conventions of each discipline, such as
the kinds of evidence used in history and science; an understanding of domainspecific words and phrases; an attention to precise details; and the capacity to
evaluate intricate arguments, synthesize complex information, and follow detailed
descriptions of events and concepts. In history/social studies, for example,
students need to be able to analyze, evaluate, and differentiate primary and
secondary sources (CCSS-ELA, 2010, p. 60).
The interdisciplinary approach to literacy officially decreed by the CCSS-ELA is
motivated by extensive research and the 2009 NAEP reading framework emphasizing the
need for “students to be proficient in reading complex informational text independently in
a variety of content areas. Most of the required reading in college and workforce training
programs is informational in structure and challenging in content” (CCSS-ELA, 2010, p.
4).
Authentic Literacy Tasks
Studies have shown that the students of teachers who included more authentic
literacy activities in their classes showed more growth in comprehension and writing.
Duke, Purcell-Gates, Hall, and Tower (2006) defined authentic literacy activities when
conducting a study that involved engaging students in authentic literacy activities in the
classroom as those reading and writing activities that reflect the literacy activities in
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which people engage outside of the school in their daily lives. These authentic reading
and writing activities may include reading authentic texts for a purpose other than
learning to read or reading to find answers for a worksheet. Authentic texts are written to
entertain or inform the reader. Reading a novel for entertainment purposes or reading a
website to find information one wants to know is authentic reading. Reading a novel to
prepare for a test or reading a website to find answers for a worksheet is not authentic in
purpose. Writing or creating a brochure to inform those who are interested in the
information is authentic, but creating a brochure as an activity in a social studies unit is
less authentic. However, teachers may create situations for authentic reading and writing
activities for their students by designing an authentic need for information. Duke et al.
(2006) documented a method of creating an authentic purpose for writing. Following a
field trip to a nature center, the teacher in her study arranged for the director of
information at the nature center to write a letter to her students asking them to create a
brochure about pond life for other visitors. Teachers also may establish a scenario or find
different ways to elicit student questions regarding the topic they are about to read which
would create an authentic purpose for reading authentic texts.
Participating in authentic literacy tasks, such as writing persuasive letters to the
principal regarding potential improvements to their school, preparing a proposal for new
playground equipment, and planning a school camp all required students’ involvement in
several authentic literacy tasks during each project. Komesaroff and Morrison (2001)
observed that students were encouraged to establish projects that held personal meaning
and purpose which allowed them to have more control of their learning. Positive changes
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in students’ attitudes and understandings of literacy were observed as a result of these
authentic literacy activities.
While working with the Internet Reading Research Group and the New Literacies
Research Team, Malloy and Gambrell (2006) noticed that some children who have not
been excited by reading books became engaged and enthused over searching for
information on the Internet about a topic in which they were interested. This was
authentic literacy in action and showed the persistent quest for knowledge of things of
interest.
Disciplinary Literacy
Disciplinary literacy refers to specific literacy skills needed to comprehend and
write in the disciplines: science, math , and social studies or history (Shanahan &
Shanahan, 2008). Each discipline or content area utilizes some very specific vocabulary,
unique forms of dialogue, and different kinds of text structure and syntax (Kosanovich,
Reed, & Miller, 2010; Lee & Spratley, 2010; Shanahan & Shanahan, 2008). General
strategies good readers use in school reading includes making predictions, asking
questions, summarizing, and monitoring understanding. Students need explicit
instruction in reading each type of textbook, such as science, history, and math, and in
creating meaning from its various elements such as tables, graphs, section headings, and
diagrams. They also need to understand the specific syntax or register used in the text
(Lee & Spratley, 2010). Beyond these strategies, students also are required to bring prior
knowledge of specific topics in each discipline in order to comprehend the text. Lee and
Spratley (2010) stated, “reading in content areas presents special problems because if you
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don’t know content you will have a difficult time understanding the texts, and if you
don’t understand the texts you are unlikely to learn content” (p. 3).
Reading and writing in social studies and history. According to Lee and
Spratley (2010), the most common method for students to learn history or social studies
is through the reading of the textbook. History textbooks, although thought to be easier
to understand than primary source documents such as original or reproductions of letters
or diaries, may actually be more difficult for students to comprehend because the writers
often leave out relational words between sentences or paragraphs that are needed by
many students to make logical relationships between ideas. Many students do not have
sufficient background knowledge of the concepts being studied; consequently, they need
more detail in order to build an understanding of the concepts, which textbooks do not
provide. Lee and Spratley (2010) stated:
More and less competent adolescent readers will continue to struggle with both
textbooks as well as primary source documents until explicit attention to text
features, prior knowledge, vocabulary, comprehension monitoring and processes
become routine practices in classrooms where students are expected to read to
learn. (p. 9)
History teachers are in a great position to determine what a reader needs to know
about the text and to be able to help them understand text difficulties. In social studies
classes, students will need to use strategies such as sequencing events, making
connections between historical events, understanding text structures and features,
evaluating sources of information, identifying cause and effect relationships,
distinguishing fact from opinion, recognizing trends, and engaging in reflective inquiry
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(Council of Chief State School Officers, 2007). Because literacy is a natural element of
social studies and because the social studies teacher is knowledgeable about the reading
strategies needed to decipher maps, charts, expository texts, and graphic organizers, the
social studies teacher is vital to successful literacy development (Key, Bradley, &
Bradley, 2010). For history students, “reading proficiency and engagement with the text
occurs through consistent, knowledgeable instruction in strategies that provide students
with a template for approaching a variety of texts, critically examining them, and
extracting their meaning” (Fordham, Wellman, & Sandmann, 2002, p. 149). Using
strategies that lead students to become connected to and interact with their text fosters
engaged learners who want to learn more (Fordham et al., 2002).
Teaching Disciplinary Literacy
Content area teachers know the structure of their texts and the reading, writing,
and thinking skills needed to comprehend and apply the information (Council of Chief
State School Officers, 2007; Fordham et al., 2002; Key et al., 2010) and are therefore in
the perfect position to teach disciplinary literacy to their students. Too often, middle and
secondary school content area teachers find that their students do not have the literacy
skills necessary to learn the subject matter. These same content area teachers, though,
usually identify themselves as content specialists and feel that it is the elementary
teachers’ jobs to teach the students to read (Heller & Greenleaf, 2007; Kamil et al., 2008;
Shanahan & Shanahan, 2008). Also, many middle and high school content area teachers
lack the knowledge of effective literacy instruction they could use to assist students in
successfully navigating their content area texts (Jetton & Dole, 2004).
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Although content area teachers may be ideal for teaching content literacy, many
claim that literacy instruction does not mix well with content area instruction (Lesley,
Watson, & Elliot, 2007). Their resistance to including literacy instruction in their content
area instruction is relevant due to the NAEP report of 2010 showing that 26% of
adolescents are achieving below basic levels in reading. Emphasis on improving
adolescents’ literacy performance has renewed the demand for content area teachers to
integrate literacy instruction into their content teaching (e.g., Alvermann, 2001;
Biancarosa & Snow, 2006). Content area teachers’ beliefs about their lack of knowledge
and ability to teach literacy skills need to be taken into consideration; they should be
provided with professional development to help them realize their own potential as
teachers of literacy (Cantrell, Burns, & Calloway, 2009; Gude, Jackson, & Shaw, 2000;
Heller & Greenleaf, 2007; Kamil et al., 2008). Content area teachers’ specialized
knowledge could be a powerful instrument for helping students become critical readers of
domain-specific texts (Kosanovich et al., 2010). In order to successfully teach the
concepts and principles of a domain, teachers must possess both content knowledge and
pedagogical knowledge. It is the pedagogical knowledge, or how to teach for student
understanding in their subject area, that many teachers need to improve such as how to
facilitate student knowledge in complex textbooks (Jetton & Dole, 2004).
Literacy Strategies in Content Areas
Alvermann (2002) provided an overview of research on effective literacy
instruction for adolescents and concluded the following:
Effective literacy instruction for adolescents must take into account a host of
factors, including students’ perceptions of their competencies as readers and
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writers, their level of motivation and background knowledge, and their interests.
To be effective, such instruction must be embedded in the regular curriculum and
make use of multiple forms of texts read for multiple purposes in a variety of
learning situations. (p. 24-25)
Effective instructional strategies for adolescent literacy in the content areas
include teaching content vocabulary and comprehension, using trade books to
complement textbooks, having peer-led literature discussion groups, teaching expository
text structures, and relating the text to prior knowledge. Incorporating instruction in each
of these strategies during content area lessons supports adolescents’ developing literacy
skills and extends the curriculum (Alvermann, 2002).
Vocabulary. The most common source of reading difficulty among adolescent
students is decoding multisyllabic words (Jetton & Dole, 2004). Archer, Gleason, and
Vachon (2003) concluded that the meaning of content area texts is almost entirely carried
by multisyllabic words. Struggling readers often skip over multisyllabic words while
reading, which makes the meaning of the text indiscernible. Many students find that
reading expository text is difficult and time-consuming because of the many unfamiliar
words and concepts encumbering the text (Allington, 2002). Teachers who balance direct
teaching of academic vocabulary with teaching students word-learning strategies, such as
using context clues and morphemic analysis, help their students develop the tools needed
to learn a large number of words independently (Kelley et al., 2010). Using context clues
to determine a word’s meaning is helpful when the meaning is provided in the text near
the unknown word. However, many times, the context does not provide enough clues for
struggling readers to successfully determine a new word’s meaning. Morphemic analysis
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is a tool for determining a new word’s meaning from its parts, such as root words,
prefixes, and suffixes. Instruction in morphemic analysis is an important part of wordlearning. When students have a solid knowledge base of the meanings of morphemes
(i.e., the smallest unit of a word that has meaning), they are better able to study a new
word and determine its meaning (Lehr, Osborn, & Heibert, 2004). Flanigan and
Greenwood (2007) suggest that the teacher take into account her students’ prior
knowledge of words and background experiences, the purpose of each vocabulary word
and when it should be taught, and vary their teaching strategies. Content area teachers
often provide explicit instruction of content vocabulary, but Nagy (1985) argued that this
is only effective when the teachers integrate new words and concepts with known words
and concepts, providing frequent opportunities for students to use and apply the new
words in meaningful ways.
Although educators have accepted that wide reading increases vocabulary
knowledge growth, few content area teachers provide a wide variety of texts from which
their students may choose (Anderson & Nagy, 1992). Anderson and Nagy (1992) also
concluded that “time spent in reading will lead to gains in fluency, in knowledge, in
familiarity with written language, and in appreciation of genres, as well as vocabulary
growth” ( p. 47). Since adolescent students encounter 10,000 or more words each year,
incidental word learning through wide reading is essential (Kosanovich et al., 2010).
Marzano (2004) posited that “the more children read, the more words they learn; this, in
turn, makes reading easier and consequently increases the chances they will read more”
(p. 108).
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For vocabulary study, students should choose some vocabulary words from their
reading selection and the teacher should provide some challenging words (Greenwood,
2010). When students selected the words they wanted to study, they were more
motivated to learn new words and their meanings, retain them longer, and work within
their own Zones of Proximal Development (Ruddell & Shearer, 2002). In a study with
17 seventh and eighth grade students who were reading two to four years below grade
level, Ruddell and Shearer, found that the Vocabulary Self-Selection Strategy was
successful in helping struggling adolescent students become independent, enthusiastic
word learners. These struggling readers developed a new-found curiosity about unknown
words they came across in their content area classes, their homes, the music they enjoyed,
conversations, movies, and outside reading among other sources. Vocabulary selfselection is a student-centered task which provides support for content learning as well as
for independent word learning strategies that may influence student learning of
challenging passages (Harmon, Hedrick, Wood, & Gress, 2005).
Several other practices that researchers consider best practices in vocabulary
building include providing multiple exposures to new words and utilizing group work and
student discussion to allow students to make connections between new or unknown
words and known words and concepts (Greenwood, 2010).
Comprehension. In addition to teaching content vocabulary, effective content
area teachers include comprehension strategies in their instructional practice. Reading
comprehension begins with the reader creating meaning from the text. Rosenblatt (1986)
defined her transactional theory of reading as follows: “Every reading act is an event, a
transaction involving a particular reader and a particular configuration of marks on a
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page, and occurring at a particular time in a particular context” (p. 6). She stated that the
meaning of a passage or a text does not reside in the text, but is created during the
transaction between a reader and the text at a particular time or situation. For students to
comprehend the texts they are reading requires that they bring their own background
knowledge of the concepts, ideas, time, language, and culture to the reading of the text.
Also, according to Rosenblatt (1986), the readers’ stance, or purpose for reading, impacts
how the reader approaches the text and what the reader will bring away from it. An
efferent stance is used when the readers’ purpose for reading the text is to gain
information. An aesthetic stance is used when the readers’ purpose for reading the text is
to enjoy the sensations, feelings, and ideas expressed in the text. The teacher sometimes
prescribes an efferent stance when assigning a reading by providing the students with a
purpose to find information. When students self-select texts to read, they may utilize an
aesthetic stance if they are interested in the topic or they may utilize an efferent stance if
they are looking for information. Both stances are important in today’s education, but
choosing a stance is most effective when it is the responsibility of the student
(Rosenblatt, 1986).
Teachers have a wealth of instructional strategies available to help students with
comprehension; many have been developed specifically for certain problem areas, but
there are also generic strategies they can teach their students to use before reading, during
reading, and after reading. Myers and Savage (2005) contended that content area reading
is more complex than asking students to “read the text and answer questions” (p. 18).
Content area teachers support students by engaging them in applying comprehension
strategies to construct knowledge. Students should be able to apply what is learned from
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one time period or event to another, identify alternative perspectives to an historical
event, and make inferences of how that historical event shaped today’s world and how
that impacts them personally (Myers & Savage, 2005).
Recommendations from the Center on Instruction (Torgesen et al., 2007),
included explicit instruction in comprehension strategies, discussion-oriented instruction,
increased student motivation and engagement, and the use of strategies to teach essential
content in order to improve academic literacy for adolescents. Many comprehension
strategies are content specific and as such, content area teachers should teach these
strategies as a part of their content instruction. A rich discussion of the reading material
is important for increasing students’ ability to learn from texts. In order to motivate and
engage students with text, researchers recommended that teachers provide students with a
variety of interesting texts at a variety of reading levels to choose from as well as a
choice in assignments (Biancarosa & Snow, 2006; Torgeson et al., 2007).
Kosanovich et al. (2010) reviewed recent research on the effective use of text in
content areas in a document created for the Center on Instruction by the Florida Center
for Reading Research at Florida State University. In this document, they identified
instruction that “activates and builds prior knowledge, asks and answers questions,
monitors students’ comprehension, summarizes, and uses graphic organizers” (p. 49) as
instruction that cultivates an understanding of content area texts. They also reported a
strong relationship between students’ vocabulary knowledge and comprehension of
difficult text, which is important given that content area texts increase in difficulty and
complexity as students move up through the grade levels. In addition to teaching
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comprehension strategies, they recommended that teachers try to match the difficulty of
the text with the student’s reading abilities (Kosanovich et al., 2010).
In a study focused on improving the comprehension of fifth-grade students in
social studies, Bauman (2002) found that direct instruction in teaching text elements,
making connections, and generating questions before reading resulted in higher level
comprehension. Generating questions before reading helped students set a purpose for
reading and set the stage for the students to be accountable for what they read. In
addition, Bauman used picture books as a supplement to help students develop prior
knowledge of the topic being studied in the social studies text. By the end of the study,
the students demonstrated growth in making connections, using inferences, and
summarizing.
Although much research has focused on the effectiveness of using reading
comprehension strategies in the content areas, instruction in comprehension strategies is
not evident in many content area classrooms. Too often, comprehension has been
assessed, but not taught (Durkin, 1978/79; Pressley, 2001). Providing students with the
opportunity to read and comprehend did not automatically assure that they would use
comprehension strategies (Neufeld, 2005). Ambe (2007) recommended that teachers
could address some of the factors creating a reluctance in students to read such as “lack
of motivation, prior knowledge, and adequate knowledge of specialized vocabulary in
specific content areas” (p. 634), by selecting some materials and strategies that appeal to
the students’ interests and by relating the context and important vocabulary to students’
schema. Teachers could also assist students in activating their prior knowledge in order
to make connections with their schema (Ambe, 2007).
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Prior Knowledge. Because readers create meaning from text by integrating new
information with what they already know, teachers must activate or develop students’
background knowledge, or schemata, in order to teach essential content successfully
(Torgeson et al., 2007). When students are familiar with a topic before reading, they can
understand and retain new information better (Kosanovich et al., 2010). However,
researchers Sunal and Sunal (2008) observed a definite trend to de-emphasize social
studies in the lower elementary grades that had been confirmed in previous studies. The
marginalization of social studies seems to be strengthened by the No Child Left Behind
Act and the stresses related to high-stakes testing of reading and math. Many of the
lower grades teachers in their study who taught any social studies did so when a story in
the reading series related to a social studies concept or an important person in history.
Teachers in kindergarten through Grade 3 did not use a social studies textbook at all;
some teachers, however, integrated social studies in thematic units. Because of this deemphasis on teaching social studies in the lower elementary grades, students may enter
middle grades without sufficient prior knowledge or a meaningful understanding of
community, citizenship, geography, and history. Therefore, it is critical that middle
grades teachers provide multiple sources of information and activities to build students’
knowledge base for the content to be studied.
Literature for Adolescents
Literature written for children and adolescents generally falls into three
categories: narrative, expository, and poetry. Each category includes several subcategories. Narrative texts tell a story and include picture books, folklore, fantasy,
science fiction, contemporary realistic fiction, historical fiction, biography,
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autobiography, and true stories. Fictional stories are made up by the author and are not
true, but may be based on true facts and events. The purpose of fictional stories is to
entertain with a text structure of beginning, middle, and end which also may show cause
and effect, sequential order, or problem and solution. Works of nonfiction may be
narrative or may be expository in structure. Expository texts are written to inform,
persuade, or explain how to do something and are usually factual. Expository texts such
as informational text, procedural text, and textbooks may use one of the following
structures: descriptive, sequential, compare/contrast, cause and effect, problem and
solution, or question and answer. Informational text is a type of nonfiction that differs
from other types of nonfiction in purpose, features, and format. Informational text is
found in each of the following: concept books, nature and geography books and
magazines, brochures, reference materials, primary source documents, craft manuals and
how-to books (Duke, 2003).
Narrative and Expository Text in the Classroom
While many students are less familiar with the format of expository text, most are
familiar with the format of narrative text because it is the format of stories that have been
read and told to them over the years. Much teaching and learning in Western culture is
based on story-telling. Children usually have parents, care-givers, and teachers who read
stories to them from an early age. By the time they reach adolescence, most children
have read or heard stories in the narrative format which leads to familiarity with that
format (Bruner, 1986).
Primary grade teachers sometimes use expository picture books in the course of
teaching science and social studies which help develop student interest in them.
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However, students do not often have opportunities to read expository text for themselves.
Many times, the only exposure to expository text in primary grades is through the basal
reader (Moss, 2005). In spite of this, few children understand the structure of the text
well enough to read it and construct meaning. By third grade, many children have lost
interest in reading to learn, especially in nonfiction text because of their limited reading
of expository text in the primary grade years (Fang, 2008; Stead & Duke, 2005).
Duke (2000) conducted a descriptive, observational study of 20 first grade
classrooms in 10 school districts in the Boston area to build an empirical base of
information about the inclusion of informational texts in both high and low SES (i.e.,
socioeconomic status) classrooms. She observed in each classroom for four full days
spread throughout the school year and across the days of the week, taking note of the
print on the classroom walls, print in the classroom library, and activities in which print
was involved in any way. In the course of recording the number and genre of the texts in
the classroom, she recorded the number of informational texts on the classroom
bookshelves, the number of informational texts fully displayed with most of the front
cover showing, and the type and length of the activities in which informational text was
used. She found that there was a scarcity of informational text in these first grade
classrooms, and that the scarcity was especially acute in low socioeconomic classrooms.
Of all texts counted in these classrooms, an average of only 9.4 informational texts was
displayed, and in four classrooms there were no informational texts at all. In terms of
percentages, only 2.6% of texts displayed on classroom walls and other surfaces were
informational, with an average of only 1.5% informational texts in low-SES classrooms
and 3.5% informational texts in high-SES classrooms. In high-SES classroom libraries,
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an average of 12.7% of the books were informational, while low-SES classroom libraries
had an average of only 6.9% informational books. In all of the days of observation
combined, Duke found that only 282 minutes, an average of 3.6 minutes per day, were
spent in class activities with information texts.
Recommendations from Duke’s research suggested that teachers should not wait
until adolescent years to address this problem. Primary teachers need to increase student
access to informational text by filling classroom libraries with books on topics of interest
such as insects, weather, the solar system, pets, reptiles, and others (Duke, 2000; 2003).
By including a wide variety of topics in the available books, students can learn that there
is much information to be found by reading and that there are many purposes for reading.
Another recommendation was that teachers increase the amount of time students are
exposed to informational books by reading aloud to students during instruction as well as
using them in guided and independent reading, and in writing so that students can
become familiar with expository text structure. Duke’s third recommendation was that
teachers need to teach comprehension strategies such as activating prior knowledge,
monitoring comprehension, making predictions, drawing conclusions, summarizing, and
paying attention to text structures (Duke, 2004). Her final recommendation was for
teachers to create opportunities for students to read informational texts in authentic
situations. If the teacher plans to set up a tadpole tank, students should be encouraged to
read informational books about frogs first. Similarly, if the teacher plans to set up a
butterfly garden, students should read about the life cycle of butterflies. Duke maintained
that incorporating informational text in the early grades may increase students’
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motivation, increase comprehension skills, and help them to become purposeful readers
(Duke, 2004).
Three reasons why the inclusion of informational or expository text in content
area instruction is crucial are: (a) exposure to informational text in the early grades can
lay the foundation for students to understand the expository text that is predominant in
the middle and high school years of education; (b) informational texts may be
motivational to students who choose to read them; and (c) reading informational texts
provides students a way to develop content knowledge, deepen their domain-specific
knowledge, and improve schema development (Moss, 2005).
Students in middle school are required to read expository textbooks and should be
encouraged to read nonfiction trade books for more information. However, the language
in both of these texts is usually more complex in sentence structure, vocabulary levels,
and technical word usage according to the final report of the Carnegie Council on
Advancing Adolescent Literacy (2010). Fang (2008) states “without specific training in
the art of expository reading, students will find expository texts alienating and difficult to
read” (p. 476). Students must be instructed with strategies to unlock the structure of
expository text. Middle school social studies students are supported by instruction in
skills such as comparing and contrasting, developing hypotheses and drawing
conclusions, making connections between historical texts, understanding expository text
structures, recognizing and writing about cause and effect relationships, distinguishing
patterns, and comparing concepts (Council of Chief State School Officers, 2007).
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Integrating Children’s Literature in Social Studies
Although including informational text in the content areas is important,
incorporating good historical fiction in the social studies curriculum is also important as
it provides students with an opportunity to develop an understanding of what life was like
during different historical periods and allows them to create emotional connections with
the past and learn details about everyday life they may miss in a textbook (Oliver, 1996;
Rycik & Rosler, 2009). When children’s literature is integrated into the social studies
curriculum, the students can get a feel for the real lives of the people they are studying,
the time in which they lived, and the issues and how they affected their lives (Edgington,
1998; Savage & Savage, 1993). Social studies teachers can make history come alive
through the inclusion of historical fiction novels which can facilitate students’ learning
more about how people lived, what they cooked, how they traveled, how they dressed
and how the issues of the time affected them (George & Stix, 2000; Lee & Spratley, 2010
Oliver, 1996). Savage and Savage (1993) describe how young adult novels can be used
to teach cultural studies, geographical studies, history, and economic concepts
successfully. When children’s literature is used in teaching social studies, students have
been observed to become enthusiastic learners and readers (Alllington, 2002; Dawson,
1965; Ediger, 1994). However, it is not recommended that trade books replace
textbooks; rather it is recommended that they complement one another. Textbooks,
because of the extent of the knowledge presented, will always be an important resource in
the social studies (Key et al., 2010).
Providing a variety of interesting texts in a range of reading levels allows students
to choose books that are of interest to them and are at their own reading levels. Reading
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difficulty levels of trade books may be found on the Internet from the Lexile Framework
for Reading. “By measuring both text difficulty and reader ability on the same scale,
readers can be appropriately matched with books that will be both engaging and
challenging” (Lennon & Burdict, 2004, p. 3). Lexile measures are cited in Appendix A
of the Common Core State Standards (CCSS- ELA, 2012).
Pairing expository text and historical fiction in the social studies classroom allows
students to read from both stances, efferently and aesthetically, and respond to the
literature while learning from it. However, teachers need to be careful not to create
confusion about the primary stance from which a text is read. If the text is to be read
efferently, students should understand that they are reading to learn or to find
information. If the text is to be read aesthetically, students should understand that they
are to respond emotionally and make connections between themselves and the text
(Rosenblatt, 2005).
Teachers and students should use non-fiction trade books to explore topics of
interest, discuss findings, interpret the information, and decide how to present it
(Allington, 2002). Allington suggested that assignments teachers give to students must
be in a rather open format so students will feel free to choose a variety of books, explore
a topic in which they are interested, and find real meaning through discovery. Including
the school librarian in the planning may bring a wide variety of books, both fiction and
non-fiction, on the students’ reading levels into the classroom.
Palmer and Stewart (1997) documented two social studies teachers who used nonfiction trade books in their fourth and fifth grade social studies classes without teaching
their students how to choose nonfiction appropriate to their ability level and research
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topic. Consequently, some students used nonfiction trade books like encyclopedias,
searching for information. From this study, Palmer and Stewart recommended that
teachers need to change their methodology from teacher-centered lists of information to
find to student-centered develop your own list of what is important and what you want to
learn about this topic and provide time for students to explore the trade books and
develop their own plan of action.
Options for Integrating Trade Books in Social Studies
When deciding how to use trade books effectively in a social studies class, several
options are available for teachers to use to vary the methodology and keep student
interest fresh. This section will focus on four options: literature circles, process drama,
project-based learning, and reading and writing workshops.
In social studies, literature circles can be a valuable instructional strategy because
the reading and discussing of trade books on the subject can bring out different
perspectives or points of view on social issues or historical events. Literature circles are
small, peer-led discussion groups centered on a particular trade book chosen by the
students. Each student has a responsibility to read the book and to participate in the
discussion. In content area subjects, the teacher may select several trade books that
facilitate the understanding of the unit for students to choose from for their group. It is
important, however, that the social studies content remain the central focus (McCall,
2010).
Pre-service teachers can use literature circles to help create a positive learning
environment for engaged, student-led, meaningful literacy experiences and may be the
ideal setting for enriching students’ learning in the content areas (Lee & Spratley, 2010;
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McCall, 2010). The trade books selected for literature circles in social studies may
include historical fiction, realistic fiction, biography, or nonfiction. It is important that
the books chosen are of interest to the students in order for the students to remain
engaged in the text and discussions. Literature circles, when conducted properly,
increase students’ vocabulary building and understanding of the book (Lee & Spratley,
2010; McCall, 2010). However, the teacher is the facilitator of the literature circles and
must be aware of the content of the discussions as well as the dominance of conversation
by one or two students (Clarke & Holwadel, 2007). In order to assist students struggling
with student-led discussions, minilessons may be provided on group membership, sharing
the talk time, and being positive in discussions. Minilessons are short (usually about ten
minutes), focused lessons on procedures, skills, or strategies in which the teacher works
with small groups of students. The minilessons may also focus on reading skills and
strategies, comprehension, how to critique the validity or credibility of various sources
using compare/contrast, vocabulary development, or social issues (Clarke & Holwadel,
2007; McCall, 2010).
Although not much has been written about it yet, one intriguing pedagogy is
process drama. Using a different kind of strategy to get the students interested in the
content being studied, Rosler (2008) integrated process drama in her fifth-grade social
studies classroom with her low-socioeconomic students which motivated them to become
better readers of expository texts. She knew her students struggled to read the text and
that some gave up trying to read it. In process drama, there are no scripts to read, no
costumes, no props; it begins with a pretext that the teacher creates in which the students
explore a time or place, make decisions about social issues, or devise plans to win a war
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or save a family in peril. Rosler created the pretext from the social studies curriculum
and the students used pictures, movies, trade books, the Internet, and other sources to
learn about the topic and create their group drama. The teacher reported that her students
enjoyed learning and discovering new information, using information from previous
discussions and books read, and that they helped each other when they struggled. Using
process drama to begin a social studies discussion, the students became engaged in
learning information from their text, trade books, movies, and the Internet and then
presented their knowledge through dialogue and later in written work and class tests.
This strategy was a huge success for Rosler and her students.
In a quasi-experimental study, Hernandez-Ramos and De La Paz (2009) explored
eighth grade students’ ability to learn historical information from different teaching
methods at two different schools in a northern California school district. Students at both
schools learned about westward expansion during a six-week unit. In the intervention
school, students were assigned to six heterogeneous groups to study a specific
geographical region and were to create a multimedia presentation about their region as a
culminating activity. The students were taught about primary and secondary sources of
information as well as how to use the computer software provided to create their
presentations. In the contrast school, the students were taught thematically from civil
rights and suffrage to westward expansion to the Civil War through textbook, lecture,
recitation, and simulation (i.e., role play). Before beginning the unit, all students were
administered a teacher-created pretest for content knowledge and a pre-study attitude
toward learning survey. At the end of the unit, the students in both groups were
evaluated on a 50-item multiple choice posttest based on the content standards for the
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westward expansion unit, the state required social studies exam, and a post-study attitude
toward learning survey. In addition, students in the intervention classrooms were
evaluated on their multimedia presentations. Results showed that students in the
intervention group demonstrated greater content knowledge than the students in the
contrast group. Also, students in the project based learning classes showed significantly
more positive attitudes toward learning history and working with others. The students in
the intervention group also showed more growth in their historical thinking abilities.
Hollandsworth (1994) “examined the effects of literature-based instruction on the
attitudes and achievement of seventh grade students” (p. 105) compared to textbook
instruction. In this study, the participating students were in four intact social studies
classes and the researcher chose two groups for the treatment (i.e., literature-based
instruction) and two groups for the control (i.e., textbook instruction) for the first four
week unit. For the second four week unit, the type of instruction in each of the four
groups was changed; therefore, all classes had four weeks of literature-based instruction
and four weeks of textbook- based instruction. All groups studied the same topics, but
had different instructional methods. In the literature-based groups, the teacher read aloud
from the core trade book she had chosen, students had a variety of trade books from
which they could choose what they wanted to read independently, and they had activities
everyday such as: drama, art, creative writing, and music. In the textbook-based groups,
class began with a short lecture followed by the teacher reading aloud a portion of the
chapter. Then the vocabulary words were discussed and the students summarized the
important points. At the end of each chapter, students answered the chapter review
questions. Activities for the textbook-based instruction groups included drawing maps,
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creating illustrations, and participating in dramatic interpretations. Attitude was
measured at the beginning of the study, after the first four-week unit, and again after the
second four-week unit. Achievement was measured after the first four-week unit through
an achievement test on the content of the Native Americans unit and after the second
four-week unit on the content of the American Revolution unit. In both units, the groups
receiving literature-based instruction scored significantly higher on the achievement tests
and on the attitude survey than the textbook-based groups.
Reading workshop is an approach to teaching reading characterized by students
self-selecting the book to read, reading at their own pace, and responding to the book
with projects or products of their own choosing (George & Stix, 2000). Writing
workshop, defined as a way of structuring writing instruction, integrates reading,
speaking, and listening with writing and is characterized by students writing at their own
pace, choosing their own topics, and conferencing with the teacher about their work
(Strech, 1994). By combining reading and writing workshop in social studies, the
students may choose a book to read about the topic being studied, follow the reading
process, and respond with creating a written document of their choosing. Reading
workshop and writing workshop allow the student to be in control of what he/she reads
and writes.
Guth (1992) described her observation of middle school at-risk students, whom
she had never seen with a library book, become enthusiastic readers of biographies. Her
students were fascinated by real books, so-named because they were not made up stories
(i.e., fiction); they were real stories of real people’s lives. Students who had been
unresponsive to checking out books from the school library became engrossed in their
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new books. The students self-selected their biography to read, based on their interests,
not on their reading ability level; they had plenty of time to read at their own pace,
responded to the book through an activity of their choice, and wrote whatever they found
interesting or important. One girl chose the biography on Isadora Duncan because she
wanted to be a dancer, while “a basketball player chose the biography of his hero,
Michael Jordan” (Guth, 1992, p. 122). They read their books independently, wrote notes
in their writing journals of things they did not want to forget, and created reports of the
things they found fascinating. They also were eager to share their books with other
students and teachers. As the teacher reported, “This previously unmotivated class was
devouring these books and asking if they could trade when they were finished” (Guth,
1992, p. 123).
Adolescents should read a variety of literature, particularly in social studies.
Informational texts can help develop content knowledge and deepen domain knowledge.
For students who do not have prior knowledge about a topic, reading informational trade
books may help provide background knowledge on which the unit of study can build.
Narratives may help the student gain insight of the historical period from the viewpoint of
the characters and bring history to life. To encourage wide reading, the teacher should
provide a variety of interesting books to supplement the textbook on a variety of reading
levels. Also, teachers may vary their instructional practices by having students read with
other students in literature circles, reading and writing workshops, project-based learning,
and process drama, among other methods. Comprehension strategies can help students
make meaning of the text by unlocking expository text structures. Allowing students to
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work together in collaborative groups, where they can discuss and share what they are
learning, can be advantageous to improving student attitude.
Attitude, Motivation, and Engagement
Improving student attitude toward social studies may help students enjoy studying
and learning about social studies, which may improve student achievement and content
knowledge. According to Sturgeon (n.d.), “attitude affects levels of motivation and can
make a difference in a student’s academic career” (p. 3). He used an example of
comparing required readings and memorizing terms with social interaction and classroom
activities to explain how motivation may be affected by students’ attitudes toward the
class and the method of instruction. Motivation to achieve is affected by a student’s
attitude toward the subject, self-efficacy, and interest.
Two major concerns found by Moroz (1996) of students’ attitudes toward social
studies are (a) students’ liking for social studies declines as the grades increased from
fourth grade to seventh grade and (b) student ranking of social studies as close to last
compared with other school subjects such as math, science, and language arts.
Explanations for the decline and the low status of social studies included a dislike for
social studies because the subject is not interesting to the students and because many
social studies teachers continue to use a teacher-centered approach with the textbook,
lecture, and quizzes dominating the class (Hansberry & Moroz, 2001; Hobbs & Moroz,
2001; Thiveos & Moroz, 2001). Students also tended to enjoy social studies when
teachers provided them a more active role in a collaborative learning environment. In a
case study by Hobbs and Moroz (2001), the most common activities in the social studies
classroom were textbook work (91.5%), homework (82%), and reading (80.8%) rather
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than student-centered activities. Students repeatedly told the researchers that social
studies was boring because of the way the teacher taught the subject; the most common
responses indicated that most of the activities were textbook work and copying from the
board (Hobbs & Moroz, 2001). Findings from a case study by Thiveos and Moroz
(2001), were consistent with the conclusions of other researchers (Hansberry & Moroz,
2001; Hobbs & Moroz, 2001; Moroz, 1996), indicating that social studies was one of the
least liked subjects, that students’ attitudes towards social studies declined as students
progressed through the grades, and that the instructional method preferred by teachers is
teacher-centered with homework and reading being the predominant assignments.
Students reported frequency of classroom learning activities as (a) homework 96%, (b)
textbook work 91%, (c) reading 81%, and (d) copying from the board 71%, which are all
teacher-centered. Conclusions drawn from this study indicated that grade level and
teaching method are key determinants of students’ attitude toward social studies (Thiveos
& Moroz, 2001).
Motivation and engagement are critical to adolescent students’ success in reading
(Guthrie & Wigfield, 2000) and have been found to be domain specific (Wigfield, 1997).
That is, motivation to read in social studies is different from motivation to read in
science, math, or language arts. There are several constructs contained in motivation to
read which include interest in the subject, perceived control over the reading material,
collaboration with other students, involvement with the texts, and self-efficacy (Guthrie
et al., 2007). Elements of reading engagement reported to be observable include (a)
students being active and energized, (b) students using cognitive strategies such as
questioning and monitoring their comprehension while reading, and (c) students
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interacting socially with their peers (Guthrie, 2004; Guthrie, Coddington, & Wigfield,
2009). Improving student motivation and engagement have been fostered by providing
students with choices of reading materials and learning tasks, and by providing
independent reading time (Biancarosa & Snow, 2006).
Alvermann (2003) posited that students with high self-efficacy are more likely to
engage in school reading than students with low self-efficacy. Self-efficacy is defined as
the confidence in oneself that one is capable of doing something successfully. Research
by Kelley and Decker (2009) has also shown that perceptions of self-efficacy were a
significant factor in motivation, but that intrinsic motivation decreased in time as students
moved from elementary to middle school and as grade level increased from sixth to
seventh to eighth grade. They attributed that decrease to different instructional methods.
In this same study, Kelley and Decker found that students’ self-concept as readers
accounted for 52% of their motivation to read. Students who are capable of reading but
who, for some reason, choose not to read are considered to be aliterate (Alvermann,
2003; Pitcher et al., 2007). Even students who are excellent readers may not spend much
time reading if they are not motivated to read (Wigfield, Guthrie, Tonks, & Perencevich,
2004). Teachers may stimulate their students’ interest through the context of the subject
matter or through selecting interesting texts and activities in order to motivate them to
read. Classroom practices and activities can increase reading comprehension by
influencing reading motivation (Wigfield et al., 2004; Wigfield et al., 2008). Successful
adolescent literacy practices take into consideration issues of self-efficacy and motivation
(Alvermann, 2003; Pitcher et al., 2007).
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Whether or not students have an individual interest in reading, teachers can create
contexts or situations in which students will have a situational interest in reading.
Situational interest in reading is often sparked by an activity that interests the students
(Wigfield, 1997). Motivation for reading is an important contributing factor for reading
achievement, student engagement, and school success (Guthrie, 2001). In his study,
Guthrie (2001) identified four instructional practices to enhance motivation and
engagement in reading: (a) students should have interesting learning goals to meet
through their reading activities, (b) students should be allowed a choice in their reading
materials, (c) interesting texts at differing levels of difficulty should be made available
and introduced by the teacher with encouragement to read, and (d) students should have
many opportunities to collaborate with their peers in discussion groups and on
assignments.
In a research study that involved comparing traditional and constructivist learning
environments, student achievement, and student satisfaction in eighth grade social studies
classes, the findings “yielded statistically significant results suggesting a relationship
between types of learning environments and feelings and attitudes and awareness levels
of students” (Lubelfeld, 2005, p. 89). Lubelfeld’s study relates to this current study
comparing literature-based instruction with students in small, collaborative groups with
traditional lecture instruction because the literature-based instructional method with
small, collaborative groups utilizes constructivist, engaged instructional theory.
Gaps in the Research
It appears that there is a considerable amount of research on adolescent literacy.
However, limited research exists on using trade books and instructional strategies to
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teach middle school social studies while improving adolescent students’ literacy skills as
well as their attitude toward learning social studies. In his review of research concerning
the use of children’s literature in social studies instruction, Edgington (1998) found that
the results regarding the effect of the use of children’s literature on content knowledge
achievement were ambiguous.
There are relatively few experimental studies on how reading engagement
improves reading achievement (Wigfield et al., 2008). An implication of the findings
from his 2008 study is that “if reading instruction really improves achievement through
increasing engaged reading during instruction, then it is important to study more closely
the variety of instructional practices that influence students’ motivation to read during
instruction” (Wigfield et al., 2008, p. 444).
In their review of research, Conley et al. (2008) produced a recommendation for
further research to understand how literacy knowledge and skills support adolescents in
content area classes. More research is needed to support how motivation and engagement
impact student achievement and attitude toward school subjects. Torgesen et al. (2007)
stated that research on efforts to improve student motivation and engagement should have
a high-priority in future studies.
Therefore, more experimental research or mixed methods research is needed to
study the effects of children’s literature to supplement the textbook and the effects of
various instructional methods on student achievement and attitude. This study is
designed to address the gaps in research regarding how literature-based instruction affects
student attitude toward social studies as well as the effects on student content knowledge
in eighth grade social studies classrooms.
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Purpose of the Study
The purpose of this research study is twofold: (a) to determine if there is a
significant difference in student achievement between traditional lecture-style instruction
using the textbook and literature-based instruction using trade books in small groups to
supplement the textbook and (b) to evaluate whether or not there is a significant
difference in student attitudes toward learning in middle grades social studies between
traditional lecture-style instruction using the textbook and literature-based instruction
using trade books in small, collaborative groups.
Significance of the Study
This research project may contribute to the body of knowledge surrounding
content area literacy, the use of literature-based instructional practices in social studies
curriculum, and student attitudes toward learning in middle grades social studies.
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CHAPTER III
METHODS AND MATERIALS

This study took place in two middle school eighth grade history classrooms in a
rural school district in a southern state of the United States. This chapter outlines the
research procedures, which include the research design, the research hypotheses,
participant demographics, instrumentation, materials and procedures, data analysis, and
limitations of the study.
Research Design
This study utilized a quasi-experimental design in which students were already
assigned to the individual classrooms chosen for the study. A true experimental design in
which assignment of participants is random is not possible because the students already
have been assigned to their classes by the school administrators. Two classroom teachers
were asked to participate in the study for the following reasons: (a) each is the only
eighth grade history teacher on their respective school campuses, (b) both teachers work
for the same rural school district, and (c) both work in schools in which student
populations are similar in demographics and academic achievement status as measured
by the 2009 Mississippi Curriculum Test, 2nd edition test scores. Both classroom teachers
taught the same concepts using the same social studies curriculum from the state’s social
studies framework. Both teachers used their state-approved textbooks to form their units.
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The experimental group used trade books selected by the teacher to supplement the
textbook in small, collaborative discussion groups while the control group used only the
textbook in a whole class, traditional lecture-style setting. During my initial conference
with the teachers, both classrooms were observed to have the usual social studies
materials such as maps, globes, charts, Internet access, white boards, and technology
media. Both groups of students were given a pretest on the unit concepts to determine
their prior knowledge before the unit began. Both groups of students were also given a
posttest on the unit concepts after the unit to determine how much they learned. The
scores were then compared to determine the amount of growth each group made in
learning the unit concepts. In addition, each group of students was given an attitude
survey both before and after the unit to evaluate the influence of the instructional method
on student attitudes toward learning social studies concepts.
The independent variable was the method of instruction. There were two
categories of the independent variable: (a) traditional instruction through the textbook in
whole class lecture and (b) literature-based instruction with trade books to complement
the textbook utilizing small groups and student collaboration. The dependent variables
were the student difference scores on the two administrations of the unit tests and the
attitude toward social studies assessment.
The purpose of this research study was twofold: (a) to determine if there was a
significant difference in student achievement between traditional lecture-style instruction
using the textbook and literature-based instruction using trade books in small,
collaborative groups and (b) to evaluate whether or not there was a significant difference
in student attitudes toward learning in middle grades social studies between traditional
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lecture-style instruction using the textbook and literature-based instruction using trade
books in small, collaborative groups. This research project may contribute to the body of
knowledge surrounding content area literacy, the use of literature-based instructional
practices in social studies curricula, and student attitudes toward learning in middle
grades social studies.
The research questions explored in this study were:
Question One: Is there a significant difference in student achievement between
literature-based instruction using trade books in small, collaborative
groups as opposed to traditional lecture-style instruction using only the
textbook in eighth grade history classes?
Question Two: Is there a significant difference in the changes in student attitudes
between literature-based instruction using trade books in small,
collaborative groups as opposed to traditional lecture using only the
textbook for instruction in eighth grade history classes?
Threats to Validity
Internal validity refers to the truth about evidence that the program (or in this
study, the teaching approach) caused the observed effect (differences in achievement and
attitude). Threats to interval validity that could have occurred in this study include
testing, regression, subject attrition, selection, and contamination. Testing may have been
a threat in that the students took a pre- and a posttest and might have remembered some
of the test items; however this threat was diminished by changing the order of the
questions and the order of the answer choices on the posttest. Regression could have
been a threat to internal validity if the students scored very high or very low on the
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pretest due to chance factors but not very high or low on the posttest. In that case, the
likelihood of scores being normalized on the posttest would have represented a regression
to the mean, which is a statistical phenomenon that occurs in most groups (Kalla, 2009).
Subject attrition could have been a threat if students moved to another school after the
study began. Selection could have been a threat to internal validity if the participants
varied greatly in their abilities, but was controlled for by using students from schools that
were similar academically. However, student self-selection may have resulted in
participation in the study by higher achieving students. Contamination occurs when the
two groups communicate about the experiment. This threat was controlled for by using
two different schools that are geographically distant for the two groups. In this way, the
students are much less likely to discuss the experiment.
External validity involves the extent to which the results of the study can be
generalized to the population. Threats to external validity may involve the people used in
the study, the place where the study is conducted, or the time in which the study is
conducted (Trochim, 2006). However, in this study the people were students of the same
grade in the same rural school district from schools that were similar academically. The
place was two schools with similar demographics and similar environments. The time of
this study was the end of the spring 2012 semester. Since both groups were selected from
the same rural school district, the results should apply to the population of the school
district.
Hypotheses
The first hypothesis for this study was that students who are taught through
literature-based instruction using trade books in small, collaborative groups will have
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increased scores on the posttest showing a greater increase in achievement as opposed to
students instructed through lecture-style instruction using the textbook.
The second hypothesis for this study was that there will be a significant increase
in attitudes of students toward social studies when instructed through literature-based
instruction using trade books in small, collaborative groups as opposed to students
instructed in the same social studies unit using lecture-style instruction with the textbook.
These hypotheses are supported through previous research. In a qualitative study,
Oliver (1996) detailed why children’s literature is appropriate for teaching American
history to eighth graders stating: (a) “it encourages the learning of broad historical
concepts, (b) [it] helps students to connect history to themselves through the experiences
of the characters in the literature, and (c) the students are often restless with the status
quo textbook” (p. 29). She also asserted that the narrative story provides an avenue
through which students develop a greater retention of information because the student is
able to connect the past with his/her own life. After reviewing the literature on the use of
children’s literature in social studies, Edgington (1998) concluded that there is much
written about how to use children’s literature in social studies, but little empirical
research has been published to substantiate the assertion that there is an advantage to
using children’s literature in social studies. He stated that the empirical research is not
conclusive; some studies show that the use of children’s literature improves students’
achievement in social studies and it improves students’ attitudes toward social studies
while others show the opposite. However, many of the researchers Edgington cited
agreed that the use of children’s literature in social studies is a worthwhile supplement to
the textbook. He recommended more research be conducted on the use of children’s
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literature as a supplement to the text in social studies and on the effect of children’s
literature on promoting students’ interest in social studies.
Participants
Eighth grade students, both male and female, from two middle schools of a rural
school district in a southern state of the United States were invited to participate in this
study. The selection of these two middle schools was based on their similar student
populations and similar academic achievement status based on the state curriculum test.
Both schools exhibited successful academic achievement by their students, but they were
chosen to enhance the study of student attitude towards social studies. This is a relatively
unexplored area of research as the majority of studies has been focused mainly on
improvement of student achievement and has used students in lower achieving schools.
The student population of school A included 630 students of whom 90% (N=
567) were Caucasian, 8% (N = 51) were African American, 1% (N = 3) was Asian, and
1% (N = 6) was Hispanic. The student population of school B included 273 students of
whom 82% (N = 224) were Caucasian, 17% (N = 46) were African American, and 1%
(N = 3) was Hispanic. School A had 48% (N = 302) females and 52% (N = 328) males
while school B had 47% (N = 128) females and 53% (N = 145) males. School A was
rated as High Performing for the 2009-2010 school year while school B was rated as
Successful for the same school year. The state accountability rating scale is Star School,
High Performing, Successful, Academic Watch, Low Performing, At Risk of Failing, and
Failing (Mississippi Accountability Standards, 2012). Although the student populations
at the two schools were not identical, they were similar. This information is shown in
Table 6 below.
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Table 6
School Population Comparison
School Population

Gender

White

Black

Hispanic

Asian

M

F

A

630

90%

8%

1%

1%

52%

48%

B

273

82%

7%

3%

0%

53%

47%

State
Accountability
Rating
High Performing

Successful

The researcher invited one teacher from each of two middle schools located
within a rural school district in the central portion of a southern state to participate in the
study through their eighth grade history classes and explained that the responses from
their students would remain confidential. Each teacher presented the same curriculum to
their classes, but one was in the experimental group and one was in the control group.
The teachers were asked to agree to participate in the study and sign their consent forms.
They also were asked to agree to use the basic curriculum found in the state-provided
social studies curriculum guide. All class periods of students in the two teachers’ eighth
grade history classes were invited to participate in the study with the knowledge that all
information and responses from them would remain confidential. Consent forms were
sent home to parents with a letter of explanation requesting permission for their child to
participate in the study. When these forms were returned, the researcher asked students
to voluntarily sign assent forms. Both teachers, in my initial conference with them,
asserted that they believed all students would participate as the parents in their respective
schools are usually interested in their children’s participation in all school efforts. The
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assent forms were collected, checked against parent consent forms, and filed before the
study began.
Instrumentation
The pre- and posttests were created by the teachers using questions from the
textbook’s test bank for the chapters involved in the study to measure each students’ prior
knowledge of the content of the unit of study. The content knowledge questions on the
pre- and posttests were the same, but were in a different order and the answer choices
were re-ordered so that students would not remember them from the pretest. The test
items consisted of multiple choice items with four answer choices, matching, listing, fill
in the blank, and discussion items. The discussion item allowed students to express their
understanding of themes or issues presented during the unit and were scored using a
rubric.
The pre- and post-study attitude survey, Students’ Attitude toward Social Studies
(SATSS), was created by Dr. Wally Moroz of the Edith Cowan University of Western
Australia in 1996 (Moroz, 1996). In 1999, Moroz modified the survey instrument for use
with lower secondary students; it was renamed Secondary Students’ Attitude toward
Social Studies (SSATSS) and was reevaluated for validity and reliability (Hobbs &
Moroz, 2001). The validity of the instrument was evaluated through the collection of
qualitative data from two open-ended questions and focus group discussions. “Reliability
estimates for the SSATSS constructs were calculated using Cronbach’s Alpha
Coefficient, which is a measure of internal consistency. All constructs produced reliable
alphas except ‘Student perceptions of the classroom environment in social studies’ which
was marginally reliable” (Hobbs & Moroz, 2001, p. 4). Internal consistency and
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reliability values ranged from 0.45 on classroom environment to 0.84 on attitudes toward
social studies (Moroz, 1996).
This attitude survey was selected because of its “focus on student variables
through their perceptions of the usefulness of social studies, the learning environment,
and the teacher and his/her attitudes towards social studies” (Hobbs & Moroz, 2001, p. 3)
The SSATSS used in this study contained 126 statements utilizing a five-point Likert
scale. Following a section of demographics which asked for information regarding the
student’s gender, ethnicity, and grade level, there were 45 items relating to classroom
environment that address nine constructs: attitudes to school, attitudes to social studies,
usefulness of social studies, perceived teacher attitudes to social studies, perceived
teacher attitudes to students, classroom environment, classroom management, perception
of own ability, and parental support for social studies. Next, there were 15 items relating
to knowledge, skills, and values which asked students about what they thought they
learned in social studies and 23 items relating to what students thought about what they
learned, what their teacher did, and what they liked. Responses were marked on a Likert
five-point scale (i.e., response choices are strongly agree = 5, agree = 4, unsure = 3,
disagree = 2, and strongly disagree = 1). The next section included 28 instructional
practices with responses on a Likert scale with a different set of responses (i.e., at least
once a week = 5, every two weeks = 4, once a month = 3, once a term = 2, and hardly
ever = 1). Students were then asked to report their liking for each of 13 different school
subjects which included writing, spelling, creative writing, health, science, computing,
social studies, sports, math, reading, music, religion, and library to determine how eighth
grade students rank social studies among other school subjects. Response options were
62

again on a Likert scale with yet another set of responses (i.e., like a lot = 5, like = 4, not
sure = 3, dislike = 2, and dislike a lot = 1). Of the Likert-style items, 39% were reverse
scored to help prevent set student responses and, therefore, ensure greater reliability. The
survey included two open-ended response items relating to what they liked and disliked
about social studies, and lastly, students were asked to rate their liking of social studies
on a five-point scale (i.e., 1 = social studies is my favorite subject, 2 = I like social
studies a lot, 3 = social studies is OK, 4 = I do not like social studies, and 5 = I don’t like
anything about social studies at all).
The SSATSS form used in this study was altered slightly for American students
by replacing the words “Western Australia” with the words “United States.” The
demographics section of the test was also altered to fit this study. The rest of the test
remained unaltered by the researcher as the language was appropriate to students in the
United Sates. According to Dr. Moroz, these changes did not alter the reliability and
validity of the test (W. Moroz, personal communication, April 7, 2011).
Materials and Procedures
During my initial conference with each teacher, I observed that both classrooms
were equipped with maps, globes, white boards, bulletin boards, and technology
equipment. I took notice of this because it was important that both classroom
environments should be similar and afford the students access to similar resources. Only
one computer was observed to be in the classrooms for the teacher’s use. No student
computers were observed. Both classrooms had multimedia equipment available (i.e.
projector connected with the computer for presenting PowerPoint files or Internet sites
for teaching).
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Both of the teachers in the study taught the same unit in U.S. History throughout
the duration of the study. In the control classroom, the teacher used only the textbook,
The American Nation: Beginnings to 1877 (Davidson, 2005) as the source for the lessons
and taught in a traditional lecture-style. In the experimental classroom, the teacher used a
variety of fiction and nonfiction trade books (see Appendix E for the list of trade books)
of varying readability levels related to the unit of study with the students for independent
reading, literature circles, and/or for reading aloud to the students in addition to using the
same textbook as a resource for the unit of study. Since the focus of this study was to
determine the effects of using literature-based instruction with trade books in small,
collaborative groups on the achievement and attitudes of the students, the teachers’
instructional methods were not changed. Only the inclusion of the use of trade books in
the experimental classroom was changed. Both teachers were observed to record their
instructional methods and amount of student participation.
In the experimental classroom, the teacher used a collaborative approach with
small groups of students reading selected trade books and discussing each section read.
Eight books of varying difficulty levels relating to the Civil War were selected by the
teacher to be read in groups of three. Each small group chose the book they prefer. The
students each kept a journal in which they wrote responses to the literature daily,
designed graphic organizers, summarized their reading, and noted vocabulary words that
were new to them along with their meanings. The students were allowed to read and
discuss during class time, but worked on their journals mostly at home. After reading the
selected trade books, the groups worked together to design a written and visual
collaborative presentation for the class. The teacher facilitated their learning through
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guided questions and discussions. After the students gained background knowledge of
the time period through the trade books, they read the chapter in the history textbook.
In the control classroom, the teacher used a traditional approach, having students
read selected passages in the history textbook and answering questions. Students were
also given written assignments and interactive quizzes. Higher-order thinking skills were
assessed through assigned essays in which the teacher asked the students what they
thought about a concept they had read. The teacher in the control classroom was a selfdescribed traditional teacher who lectured, gave assignments, quizzes, essays, and tests.
He lectured with the use of PowerPoint presentations and the students took notes. He
gave interactive quizzes. His teaching style was whole-class, as he said that having small
groups often led to a lack of time-on-task. He said he knows some people look down on
lecture-style teaching, but he feels the kids want him to lecture and said it worked for
him.
Data Collection
Data collection for the study was through a pre/posttest for assessing both
research hypotheses: (a) understanding of the content of the unit and (b) attitude toward
social studies learning. After collecting the informed consent and assent forms, the
teacher administered the pre-study attitude survey and requested that completed surveys
be placed in a large manila envelope in the center of the room. Participants were
encouraged to read each item carefully and select the response that best expressed their
own feelings and knowledge. The envelopes were then sealed and opened later by the
researcher. On the next school day after completing the attitude surveys, the teachers
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gave the students the pretest on the concepts to be studied in the unit. Teachers began
teaching their unit of study the next day.
The teachers were interviewed before the study began regarding their teaching
methods, the use of literature and textbooks, and the type of student interactions or
responses expected. The researcher observed the teaching of the unit at each school once
due to conflicts with the students’ end of the year schedules. Notes were made on the
teaching method and the books used as well as the assignments given to the students.
Notes were also made on student responses, interactions, behaviors, and time on task.
Data Analysis
Repeated measures analysis of variance (ANOVA) was used to address the first
research hypothesis. ANOVA was used to evaluate the difference of the means of two
groups on one dependent variable and one independent variable (Gravetter & Wallnau,
2007). The two groups used in this study were eighth grade history classes from two
similar schools (Group A from school A and Group B from school B). The independent
variable was the instructional method and the dependent variable was the student
difference scores. Achievement data were evaluated using repeated measures ANOVA
because there was one dependent variable and one independent variable. A repeated
measures multivariate analysis of variance (MANOVA) was used to evaluate the
attitudinal data because there were nine dependent variables. All data were analyzed
using the Statistical Package for the Social Sciences (SPSS) software version 19.

66

Summary
This chapter described the methodology for the study which addressed the
question of whether literature-based instruction with the use of trade books in small,
collaborative groups to complement the textbook in eighth grade history classes would
produce a greater increase in student achievement and student attitude toward social
studies than using only the textbook in lecture-style instruction. The researcher used a
quantitative, quasi-experimental design to investigate two research questions. The
researcher analyzed the results from each of the pre- and posttests and pre- and post-study
attitude surveys and will discuss the findings in Chapter IV.
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CHAPTER IV
RESULTS AND DISCUSSION

Introduction
The purpose of this research study was twofold. The first purpose was to
determine if there was a significant difference in student achievement between traditional
lecture-style instruction using the textbook and literature-based instruction using trade
books in small, collaborative groups. An assessment of students’ content knowledge of
the Civil War was given at the beginning and the end of the Civil War unit in both the
traditional lecture-style and the literature-based classrooms to determine if a traditional
lecture-style approach or a literature-based approach to teaching social studies had a
greater effect on students’ achievement in social studies. All students in both traditional
lecture-style and literature-based classrooms were given the same pretest and posttest.
The second purpose of the study was to evaluate whether or not there was a
significant difference in the changes in student attitudes toward learning in middle grades
social studies between traditional lecture-style instruction using the textbook and
literature-based instruction using trade books in small, collaborative groups. Attitude is
considered to be an important factor in motivation to succeed and has been found to be
subject-specific (Wigfield, 1997). Motivation to achieve is affected by a student’s
attitude toward the subject (Moroz, 1996; Sturgeon, n.d.), self-efficacy (Alvermann,
2003), and interest (Guthrie et al., 2007). An assessment of student attitudes toward
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social studies was administered at the beginning of the Civil War unit and again at the
end of the unit to determine if a traditional lecture-style approach or a literature-based
approach to teaching social studies had a greater effect on students’ attitudes toward
social studies.
Demographic Data
A total of 147 eighth grade students enrolled in U.S. History courses at two
middle schools in a rural school district in a southern state were invited to participate in
the study. Seventy-six students returned their signed parent consent forms and agreed to
participate in the study by signing their assent forms. Of these 76 students, 28 were in
the experimental group and 48 were in the control group. Attitude survey scores were
screened for missing data. If a student missed either the pre-study attitude survey or the
post-study attitude survey or both, they were omitted from the results. The total number
of student participants absent for the pre-study attitude survey or the post-study attitude
survey and omitted from the results was 28. This resulted in a final sample size of 48
eighth-grade students who participated in the attitude portion of the study. Gender and
ethnicity were collected from the attitude survey as demographic data as well as the name
of the school attended. The majority of the participants were female (n = 28) and the
most reported ethnicity was Caucasian (n =40). The demographic data of the participants
in the study is presented in Table 7.
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Table 7
Gender and Ethnicity of Participants (n=48)
Demographic
Gender
Male
Female
Ethnicity
African American
Caucasian

n

Percentage

20
28

41.67%
58.33%

8
40

16.67%
83.33%

Achievement Data
Before analyzing the achievement data, the researcher screened the data for
missing scores. If a student missed either the pretest or the posttest, their scores were
omitted from the results. There were 21 students absent for either the pretest or the
posttest and were omitted from the results. A total of 55 eighth-grade students from the
same population of 76 eighth grade students participated in the achievement portion of
the study. Data were collected at the beginning and at the end of the unit on the Civil
War.
There were 26 students in the experimental group and 29 students in the control
group for the achievement data. The experimental group is identified in the data as
Instructional Method 1 while the control group is identified in the data as Instructional
Method 2. The majority of the participants were female (n = 33) and the most reported
ethnicity was Caucasian (n = 45). Table 8 shows the demographic data of the participants
in the achievement portion of the study.
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Table 8
Gender and Ethnicity of Participants (n = 55)
Demographic
Gender
Male
Female
Ethnicity
African American
Caucasian

n

Percentage

22
33

40%
60%

10
45

18%
82%

Instructional Methods
Both teachers based their unit of study on the same textbook and chapters
concerning events leading up to the Civil War, the events of the Civil War, and post-Civil
War issues. However, the instructional methods used were different for each teacher.
The teacher in the experimental group used a literature-based approach to teaching with
trade books of both fiction and non-fiction about the Civil War, the people who lived at
that time in history, and about events that shaped the war. The teacher also based the
lessons on the chapters from the textbook, but allowed students to take the lead in finding
interesting facts and stories of interest. Students worked in groups of three and were
encouraged to collaborate on questions, events, vocabulary, and student presentations.
The teacher in the control group used a traditional lecture-style approach to teaching from
the textbook with students seated in rows facing the white board that served as the
projection screen for the teacher’s presentations and lectures. In this classroom, students
worked alone, taking notes from the lectures and writing essays as assigned by the
teacher.
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Analysis of Achievement Data
Achievement data consisted of a pretest of content knowledge about the Civil War
taken before the unit of study and a posttest of content knowledge about the Civil War
taken at the conclusion of the unit. The pretest and the posttest were teacher-created from
a test bank of questions provided by the textbook publisher and contained multiple
choice, matching, short answer, and fill in the blank items. Both teachers agreed on the
test items and the answer choices, so that all students took the same test. Both tests
assessed the same content knowledge, but the questions and some of the multiple choice
answers were in a different order on the posttest than on the pretest. To analyze the
achievement data, descriptive statistics were calculated on the mean difference score for
each instructional method and is shown in Table 9.
Table 9
Mean Difference Scores by Instructional Method
Instructional Method
1
2

n
26
29

Mean
16.54
18.79

Standard Deviation
15.21
17.77

Total

55

17.73

16.50

Research Question One:
Is there a significant difference in student achievement between literature-based
instruction using trade books in small, collaborative groups as opposed to traditional
lecture-style instruction using only the textbook in eighth grade history classes?
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A repeated measures ANOVA was used to compare the means of the two groups’
difference scores with the difference scores serving as the dependent variable and the
instructional method as the factor. I checked the data to ensure that the ANOVA
assumptions had been met. The first assumption is that the dependent variable is
normally distributed across all treatment groups. To test this assumption, I analyzed the
Q-Q plots and determined that all of the difference scores were clustered around the best
fit line. This indicated that scores were normally distributed and the assumption was met.
The second assumption is that the treatment groups have equal variances. To test this
assumption, I computed the Levene’s Test. The resulting statistic was not significant
(p = 0.188), indicating that the two groups do in fact have equal variances. The third
assumption is that the dependent variable is on an interval or ratio scale. In this study,
the dependent variable, difference score, is on an interval scale.
Results of the repeated measures ANOVA showed that there was not a significant
difference in content knowledge difference scores from pretest to posttest between
students taught through literature-based instruction and those taught through traditional,
lecture-style instruction. The mean difference from pretest to posttest for Instructional
Method 1 was 16.54 (SD =15.21) while the mean difference from pretest to posttest for
Instructional Method 2 was 18.79 (SD = 17.77). No significant difference in
achievement between the two instructional methods was found F (1, 53) = .253, p = .617.
Research hypothesis 1 stated that students who were taught eighth grade history
through literature-based instruction using trade books in small, collaborative groups
would have increased scores on the posttest showing a greater increase in achievement as
opposed to students instructed through lecture-style instruction using the textbook. Based
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on the repeated measures ANOVA statistical analysis showing no statistically significant
difference, research hypothesis 1 was rejected.
Attitudinal Data
Data were collected at the beginning and at the end of the unit on the Civil War.
The teacher in the experimental group used a literature-based approach to teaching while
the teacher in the control group used a traditional lecture-style approach to teaching. Of
the 76 student participants, 28 were absent for at least one of the two surveys, so there
were 18 students in the experimental group and 30 students in the control group for the
attitudinal data. The experimental group was identified in the data as Instructional
Method 1 while the control group was identified in the data as Instructional Method 2.
Analysis of Attitudinal Data
To analyze the attitude survey data, descriptive statistics were calculated on each
of the nine constructs of the SSATSS to determine beginning attitudes of the participants
toward social studies. Each of the nine constructs contained five items on the survey.
The five items were not clustered together, but were separated within the 45 items. The
responses ranged from 1 (Strongly Disagree) to 5 (Strongly Agree). Thirty-seven percent
of the items in the nine constructs (# 5, 9, 12, 13, 15, 17, 23, 28, 30, 34, 36, 37, 38, 40,
42, 43, and 49) were reverse scored to minimize set responses and to provide greater
reliability. For these items, higher scores represent higher levels of agreement. The
means of each item ranged from 1.28 to 4.67 and the standard deviations ranged from
0.46 to 1.51, indicating the amount of variability in the scores. For example, the means
for Construct 2: Student attitudes toward social studies, ranged from 1.89 to 4.67 for
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instructional method 1, while the means for the group identified as instructional method 2
ranged from 2.43 to 3.76. The means and standard deviations for each of the items
within each construct are presented in Table 10.
Table 10
Pre-Study Attitude Statistics
Instructional Method
Construct 1: Student attitudes toward
school
Item #

1
Experimental group
M
SD

2
Control group
M
SD

5. I am not happy to come to this school.

3.56

1.29

2.30

1.51

14. At school I find most subjects interesting.

3.94

0.94

3.03

1.30

23. I don’t like school.

2.33

1.28

2.97

1.47

32. I like most of the teachers at this school.

3.78

1.17

3.80

0.99

41. We have good rules in our school.

3.94

1.16

3.50

1.20

Construct 2: Student attitudes toward
social studies

1
Experimental group

2
Control group

6. I enjoy the activities we do in social
studies
15. I do not like social studies.

4.06

0.87

3.23

1.07

2.28

1.23

2.67

1.30

24. I like the topics we do in social studies.

3.83

0.99

3.10

1.13

33. In social studies I try to do as well as I
can.
42. The things we learn in social studies are
not interesting.
Construct 3: Student perceptions of the
usefulness of social studies
7. What we do in social studies will help me
understand more of the world around me.
16. I expect to make use of what I learn in
social studies.
25. If I do well in social studies it will help
me get a job.
34. Doing social studies is not important.

4.67

0.59

3.76

1.16

1.89

1.02

2.43

1.10

43. I don’t learn much in social studies.

1
Experimental group
4.28
0.83

2
Control group
3.40
1.07

3.67

0.97

3.07

1.17

3.22

1.00

2.53

1.04

1.83

1.04

2.42

1.13

1.50

0.62

2.20

1.12
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Table 10 (continued)
Construct 4: Student perceptions of
teacher attitudes toward social studies
8. My teacher is interested in social studies.
17. My teacher does not enjoy social studies
lessons.
26. My teacher thinks that social studies is
not important.
35. In social studies the teacher often talks
about world news.
44. My teacher likes to display our social
studies work.
Construct 5: Student perceptions of
teacher attitudes to students
9. In social studies lessons the teacher is not
interested in my opinion.
18. In social studies lessons the teacher tells
me when my work is good.
27. In social studies lessons the teacher
likes most of the students.
36. In social studies lessons the teacher is
unfair.
45. In social studies lessons the teacher
encourages me to do well.
Construct 6: Student perceptions of
classroom environment in social studies
10. I look forward to my next social studies
lesson.
19. In social studies lessons the students
work well together.
28. Social studies lessons are too noisy.
37. Many of the students waste time in
social studies lessons.
46. In social studies I try to get a higher
mark than my friends.
Construct 7: Student perceptions of
classroom management in social studies
11. In social studies lessons the teacher is
able to control students.
20. We have good materials to read and use
in social studies.
29. In social studies lessons the class is well
organized.
38. In social studies lessons there is nothing
to do when I finish my work early.
47. In social studies the teacher clearly
explains what we have to do.

1
Experimental group
4.67
0.97
1.28
0.46

2
Control group
4.24
0.68
2.17
1.29

1.28

0.67

1.87

1.22

3.83

0.92

3.27

1.17

3.39

1.15

2.77

1.50

1
Experimental group
1.83
1.34

2
Control group
2.26
1.17

4.28

0.63

3.40

1.30

3.44

1.20

3.69

1.23

1.83

0.86

1.67

0.84

4.50

0.71

3.50

1.14

1
Experimental group
3.44
1.15

2
Control group
2.43
1.16

4.06

0.80

3.00

1.05

1.72
3.39

0.90
1.07

2.20
2.77

1.10
1.33

4.67

0.69

3.23

1.30

1
Experimental group
4.44
0.98

2
Control group
3.63
1.27

4.39

0.61

3.53

1.22

4.11

1.08

3.20

1.21

1.94

1.40

2.94

1.11

4.56

0.62

3.70

1.06

76

Table 10 (continued)
Construct 8: Student perceptions of own
ability in social studies
12. I am not the type to do well in social
studies.
21. I can do all the work in social studies.

1
Experimental group
2.50
1.04

2
Control group
2.11
1.24

4.00

0.84

3.87

1.11

30. Social studies is too hard for me.

2.50

1.15

2.00

1.25

39. It is easy for me to do my best in social
studies.
48. I am a successful student in social
studies.
Construct 9: Student perceptions of
parental support for social studies
13. My parents do not encourage me to do
my social studies homework.
22. My parents help me with my social
studies homework if I need help.
31. My parents encourage me to do my best
in social studies.
40. My parents are not interested in the
social studies work I do.
49. My parents think that social studies is
not an important school subject.

4.06

1.00

4.03

1.13

4.22

0.88

3.97

1.33

1
Experimental group
1.39
0.92

2
Control group
2.23
1.41

3.78

1.43

3.70

1.49

4.22

1.11

3.63

1.30

1.78

0.88

2.53

1.07

1.78

1.11

2.20

1.19

At the end of the study, participants were again given the SSATSS attitude survey
to determine the students’ attitudes following the treatment. Responses could range from
1 (Strongly Disagree) to 5 (Strongly Agree). The means of each item following the
treatment ranged from 1.22 to 4.67. The post-study means and standard deviations for
each of the items within each construct are presented in Table 11.
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Table 11
Post-Study Attitude Statistics
Instructional Method
Construct 1: Student attitudes toward
school
Item #
5. I am not happy to come to this school.
14. At school I find most subjects interesting.
Table 10 (continued)

1
Experimental group
M
SD
3.61
1.20
4.17
1.10

2
Control group
M
SD
3.17
1.51
3.27
1.34

Instructional Method
1.40
2.83

23. I don’t like school.

3.67

32. I like most of the teachers at this school.

4.06

1.21

3.73

1.11

41. We have good rules in our school.

3.94

1.16

3.67

0.84

1
Experimental group

Construct 2: Student attitudes toward
social studies

1.49

2
Control group

6. I enjoy the activities we do in social
studies
15. I do not like social studies.

4.00

0.77

3.17

1.05

3.89

1.13

3.17

1.14

24. I like the topics we do in social studies.
33. In social studies I try to do as well as I
can.
42. The things we learn in social studies are
not interesting.
Construct 3: Student perceptions of the
usefulness of social studies
7. What we do in social studies will help me
understand more of the world around me.
16. I expect to make use of what I learn in
social studies.
25.If I do well in social studies it will help me
get a job.
34. Doing social studies is not important.

3.78
4.67

1.11
0.49

2.87
3.73

0.98
1.05

4.22

1.00

3.23

1.14

43. I don’t learn much in social studies.
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1
Experimental group
4.50
0.71

2
Control group
2.63
1.25

4.00

0.97

2.90

1.13

3.11

1.53

2.63

1.03

4.44

0.71

3.27

1.11

4.39

1.04

3.27

1.20

Table 11 (continued)
1
Experimental group
4.67
0.97

Construct 4: Student perceptions of
teacher attitudes toward social studies
8. My teacher is interested in social studies.
17. My teacher does not enjoy social studies
lessons.
26. My teacher thinks that social studies is
not important.
35. In social studies the teacher often talks
about world news.
44. My teacher likes to display our social
studies work.
Construct 5: Student perceptions of
teacher attitudes to students
9. In social studies lessons the teacher is not
interested in my opinion.
18. In social studies lessons the teacher tells
me when my work is good.
27. In social studies lessons the teacher likes
most of the students.
36. In social studies lessons the teacher is
unfair.
45. In social studies lessons the teacher
encourages me to do well.
Construct 6: Student perceptions of
classroom environment in social studies
10. I look forward to my next social studies
lesson.
19. In social studies lessons the students work
well together.
28. Social studies lessons are too noisy.
37. Many of the students waste time in social
studies lessons.
46. In social studies I try to get a higher mark
than my friends.
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2
Control group
3.63
1.45

4.72

0.58

3.47

1.48

1.22

0.55

2.53

1.22

3.28

1.06

2.83

1.26

3.78

1.06

2.97

1.25

1
Experimental group
4.33
1.28

2
Control group
3.60
1.40

4.28

0.67

3.33

1.45

3.61

1.24

3.33

1.35

4.22

1.26

3.53

1.25

4.67

0.49

3.43

1.31

1
Experimental group
3.33
1.37

2
Control group
2.67
1.18

4.17

0.79

2.97

1.19

4.17

0.92

3.30

1.24

2.89

1.18

2.87

1.31

4.65

0.49

3.50

1.33

Table 11 (continued)
Construct 7: Student perceptions of
classroom management in social studies
11. In social studies lessons the teacher is
able to control students.
20. We have good materials to read and use
in social studies.
29. In social studies lessons the class is well
organized.
38. In social studies lessons there is nothing
to do when I finish my work early.
47. In social studies the teacher clearly
explains what we have to do.
Construct 8: Student perceptions of own
ability in social studies
12. I am not the type to do well in social
studies.
21. I can do all the work in social studies.

1
Experimental group
4.56
0.92

2
Control group
3.30
1.32

4.33

0.69

3.40

1.19

4.06

0.73

3.00

1.29

4.39

1.04

2.93

1.05

4.28

0.67

3.33

1.21

1
Experimental group
3.39
1.15

2
Control group
3.13
1.36

4.00

0.69

3.43

1.45

30. Social studies is too hard for me.

4.11

1.13

3.67

1.65

39. It is easy for me to do my best in social
studies.
48. I am a successful student in social studies.

4.18

0.81

3.77

1.19

4.39

0.78

3.43

1.55

Construct 9: Student perceptions of
parental support for social studies
13. My parents do not encourage me to do
my social studies homework.
22. My parents help me with my social
studies homework if I need help.
31. My parents encourage me to do my best
in social studies.
40. My parents are not interested in the social
studies work I do.
49. My parents think that social studies is not
an important school subject.

1
Experimental group
4.22
1.35

2
Control group
3.43
1.33

4.00

1.03

3.50

1.48

4.44

0.78

3.77

1.41

4.33

0.97

3.53

1.17

4.00

1.41

3.63

1.19

Since there were nine constructs, a repeated measures MANOVA was used to
compare the means of the two groups’ difference scores. To conduct a repeated measures
MANOVA analysis, I first computed a difference score for each of the participants on
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each of the nine constructs to compare the pre-study attitude scores with the post-study
attitude scores. The difference scores served as the dependent variables to be used in the
repeated measures MANOVA and the instructional method was the fixed factor variable.
Next, I checked to make sure the assumptions for the MANOVA design were met. The
first assumption is that the dependent variable is normally distributed across all treatment
groups. To test this assumption, I analyzed the Q-Q plots for the difference scores and
determined that the scores are clustered around the best fit line which indicates that each
of the nine dependent variables is normally distributed. The second assumption is that
the treatment groups have equal variances. To test this assumption, I checked Box’s M
test which indicated significant differences between groups (Box’s M = 112.85, p <
.001). Because Box’s M test was significant, indicating that the basic assumption of
homogeneity of variance was violated, Pillai’s Trace was used for the test statistic. The
third assumption is independence of observations, which means that each participant’s
scores on the dependent variables are not related to scores of other participants. This
assumption is met by the research design, in which each student’s score on each variable
is independent of all others. Table 12 shows the mean and standard deviation for each
construct according to each instructional method.
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Table 12
Mean Difference Scores between Pre- and Post-Study Attitudes
Difference
Construct
A1
A2
A3
A4
A5
A6
A7
A8
A9

Instructional
Method
1
2
Total
1
2
Total
1
2
Total
1
2
Total
1
2
Total
1
2
Total
1
2
Total
1
2
Total
1
2
Total

Mean
0.59
-0.33
0.00
-4.24
-0.20
-1.66
1.12
-1.40
-0.49
-0.47
-0.27
-0.34
0.65
-1.27
-0.57
0.18
-0.47
-0.23
0.41
-1.07
-0.53
0.65
-1.87
-0.96
0.76
-0.23
0.13

Standard
Deviation
3.12
3.24
3.20
2.77
3.60
3.83
2.18
3.36
3.20
1.59
3.64
3.04
2.74
4.78
4.23
1.78
4.41
3.67
1.23
4.21
3.50
1.54
5.61
4.71
2.95
4.45
3.97

Number of
Participants
17
30
47
17
30
47
17
30
47
17
30
47
17
30
47
17
30
47
17
30
47
17
30
47
17
30
47

Research Question Two:
Is there a significant difference in the changes in student attitudes between
literature-based instruction using trade books in small, collaborative groups as opposed to
traditional lecture using only the textbook for instruction in eighth grade history classes?
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The repeated measures MANOVA indicated that two of the nine constructs tested
showed a significant difference from the pre-study survey to the post-study survey,
Pillai’s Trace = 0.53, F (9, 37)=4.58, p<.001, ηp2 = .53. Construct two, student attitudes
toward social studies, F (1, 45) =15.97, p<.001, ηp2 = .26 with an observed power of 0.97
and construct three, student perceptions of the usefulness of social studies, F (1, 45) =
7.68, p =.008, ηp2 = .15 with an observed power of 0.77 both showed a statistically
significant difference in student attitudes between the literature-based instruction and
traditional lecture-style instruction.
Research hypothesis 2 stated that there would be a significant increase in attitudes
of students toward social studies when instructed through literature-based instruction
using trade books in small, collaborative groups as opposed to students instructed in the
same social studies unit using lecture-style instruction with the textbook. Based on the
MANOVA statistical analysis showing a statistically significant difference in student
attitudes between the literature-based instruction and traditional lecture-style instruction,
research hypothesis 2 was supported.
Discussion
Overall the findings from research question 1, regarding student achievement
were not significant. The ANOVA results showed no significant difference in
achievement between the two instructional methods, F (1, 53) = .253, p = .617.
Therefore, hypothesis 1 was rejected. The pretest and the posttest for content knowledge
were factual tests having mostly objective-type items: multiple choice questions,
matching, and fill in the blank. The short answer section had open-ended items for
students to write in their answers. It is important to note that the content knowledge tests
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were created using questions from the textbook’s test bank which are generally designed
for factual knowledge rather than for evaluative thinking or for synthesis of information..
The findings from research question two, regarding student attitude toward social
studies were statistically significant. The MANOVA results showed a significant
difference in student attitude from the pre-study survey to the post-study survey in two of
the nine constructs, Pillai’s Trace = 0.53, F (9, 37)=4.58, p<.001, ηp2 = .53, between
literature-based instruction and traditional lecture-style instruction. Construct 2 measured
students’ attitude toward the social studies subject and showed a statistically significant
difference, F (1, 45) =15.97, p<.001, ηp2 = .26 with an observed power of 0.97. Construct
3 measured students’ perceptions of the usefulness of social studies and also showed a
statistically significant difference, F (1, 45) = 7.68, p =.008, ηp2 = .15 with an observed
power of 0.77. Therefore, hypothesis 2 was supported by the results.
These findings, showing no statistically significant difference in achievement but
showing statistically significant differences in attitude between the literature-based
instructional method and the textbook-based instructional method, are inconsistent with
Hollandsworth’s (1994) and Hernandez-Ramos and De La Paz’s (2009) studies.
Hollandsworth’s study incorporated both quantitative and qualitative research methods to
compare the effects of literature-based instruction with the effects of textbook-based
instruction on the attitudes and achievement of seventh grade students. In her study,
there were significant differences in achievement, showing significantly higher scores in
the data for the literature-based instructional method but not in the attitude data.
Hernandez-Ramos and De La Paz compared project-based instruction to textbook lecture
and found that the project-based learning group had greater content knowledge and
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significantly more positive attitudes at the end of the unit than the group taught with
lecture and textbook.
In Chapter V, the study will be summarized, the results will be reviewed, and
conclusions will be drawn. Recommendations and implications for teaching eighth grade
social studies will be provided.

85

CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

In this chapter, the review of literature is summarized, the results of the study are
interpreted, and limitations are identified. The importance of reading in social studies
and how instructional methods affect student attitude and achievement scores are
presented. Implications for teaching and recommendations for future research relating to
the use of children’s literature in social studies and history classes are offered.
Summary
The overall purpose of this study was to compare the effects of literature-based
instruction with traditional instruction on student achievement and attitude in eighth
grade students in U.S. History. A review of the literature revealed five areas of research
relevant to this study: (a) assessment of student progress; (b) content area literacy; (c)
literature for adolescents; (d) integrating children’s literature in social studies; and (e)
attitude, motivation, and engagement.
The first area of research, assessment of student progress, provides information
from student assessments that translates to how well students are prepared to complete
their studies and show an understanding and ability to apply what they have learned.
Results from the NAEP, ACT, SAT, and U.S. History Test in the SATP2 reveal a
significant need for all teachers to assist in teaching literacy. Achievement in both
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literacy and social studies may improve when teachers engage middle school students in
learning to read (Shanahan & Shanahan, 2008) and reading to learn (Bertelsen & Fischer,
2002; Gomez & Gomez, 2007).
The second area of research, content area literacy, highlights specific components
of literacy that have been found effective in improving adolescent students’
understanding of content area texts and concepts. These components include reading to
learn, authentic literacy tasks, disciplinary literacy, and teaching disciplinary literacy.
The CCSS-ELA require an interdisciplinary approach to literacy motivated by extensive
research and the 2009 NAEP reading assessment. English Language Arts, history/social
studies, science, and technical subject teachers in grades 6 - 12 are expected to help
students develop reading, writing, speaking, listening, and language skills within their
respective fields (CCSS-ELA, 2010).
The third area of research, literature for adolescents, examines the ways children’s
literature may be used in the content area classroom. Both narrative and expository texts
in the classroom can have an impact on student learning in the content areas. In social
studies/history, the textbooks are expository texts, which can be enhanced with the use of
narrative and expository trade books by providing a continuity of time, place, and events.
The fourth area of research, integrating children’s literature in social studies,
follows through with the ways that children’s literature can enrich students’
understanding of the historical concepts. Textbooks contain a wealth of information, but
may lack the insight describing the real lives of the people, the social and/or political
issues of the time in which they lived, and how those issues affected their lives.
Narrative and expository trade books (including historical fiction and biography), on the
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other hand, may provide a lens into daily life with what people cooked for food, how they
dressed, and how they traveled during different historical time periods. Informational
trade books can increase student motivation and build background knowledge about the
time period.
The fifth area of research, attitude, motivation, and engagement, explores the
relationship among students’ attitude toward a subject, motivation to read and learn about
the subject, and engagement with the text and concepts being studied. Stimulating
student interest through the selection of interesting texts, collaborative classroom
practices, and activities have been found to increase reading comprehension and
motivation to read. Consideration of issues of self-efficacy and motivation are important
in providing successful adolescent literacy practices.
The literature review revealed that there is limited empirical evidence of the
effects of using trade books to teach social studies/history in middle school on student
attitude and achievement. Therefore, this study was designed to determine whether the
use of trade books in teaching eighth grade U.S. History could significantly affect
students’ achievement and attitude toward social studies.
This study utilized a quasi-experimental design, inviting students from two eighth
grade history teachers’ classes to participate. Of the 147 students in the two teachers’
classes invited to participate, 76 returned their parental consent forms and signed their
assent forms. There were 28 students in the experimental group and 48 in the control
group. If a student missed either the pretest or the posttest, their scores were omitted
from the achievement data. Therefore, there were 55 student participants in the
achievement portion of the study. Similarly, if a student missed either the pre-study
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attitude survey or the post-study attitude survey, their scores were omitted from the
attitudinal data. Thus, there were 48 student participants in the attitudinal portion of the
study. The unit of study included events leading up to the Civil War, the events of the
Civil War, and post-Civil War issues. Both teachers used the same history textbook and
chapters, but the instructional methods were different. Students in the experimental
group were taught using trade books to supplement the textbook in small, collaborative
groups with a variety of activities (i.e., literature-based instruction) while students in the
control group were taught through reading the textbook, lectures, and essays (i.e.,
traditional, lecture-style instruction).
Two assessments (i.e., content knowledge and attitude survey) were given at the
beginning of the unit and at the end of the unit. The students’ difference scores derived
from the preassessment and post assessment served as the dependent variable in the
analyses. For the achievement data, student content knowledge difference scores from
the pretest and the posttest served as the dependent variable and were analyzed through a
repeated measures ANOVA. The results indicated that there was no significant
difference in student content knowledge difference scores from pretest to posttest
between students taught through literature-based instruction and those taught through
traditional, lecture-style instruction.
Discussion
These findings are inconsistent with the findings of other classroom practice
studies. Hollandsworth (1994) showed that student achievement in the literature-based
classes improved significantly after two four-week units. Hernandez-Ramos and De La
Paz (2009) found that the project-based learning group had greater content knowledge
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and significantly more positive attitudes at the end of a six-week unit than the group
taught with lecture and textbook.
There are several possible explanations for the inconsistency. The first is the
length of time for the study, as the length of Hollandsworth’s (1994) study was eight
weeks and Hernandez-Ramos and De La Paz’s (2009) study was six weeks. This study,
by contrast, was only three weeks long. Perhaps if this study had continued for another 3
to 6 weeks, an improvement in achievement may have been found. More time for the
study would allow students to read and share more books, engage in discussions,
collaborate more with their peers, participate in activities such as process drama or create
presentations that could promote a more in-depth understanding of the historical events.
The teacher in the literature-based group teaches with trade books in her history classes
on a regular basis and reports that she often has the students involved in creating
presentations for the class on their reading and research.
The second is that the test was not a good evaluation of what the students learned.
Very few students from either of the instructional methods actually scored high. On the
pretest, three students in the literature-based group made a passing score of 70 or higher,
while only one student in the textbook group had a passing score. Sixty-seven percent of
the students in the literature-based group had scores on the posttest of 70 or higher, with
three students scoring 100, compared with 29% of the students in the textbook lecture
group, with no one scoring 100. These scores show that there were differences in the
students’ content knowledge from pretest to posttest, but they were not statistically
significant. Even so, I think that the test should have been designed to measure more of
the students’ understanding about the Civil War and its issues than to measure what facts
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students could memorize and mark on the test. For example, instead of having students
match Compromise of 1850 to declared Congress unable to ban the slave trade between
states, which is a knowledge level question, a question of Why do you think the
“Compromise of 1850 is called a compromise? would be an evaluative question and
require higher level thinking.
In addition, the CCSS-ELA require students to read and comprehend primary
source documents; therefore, excerpts from these documents should be provided on the
test and the students asked to interpret or analyze them. Students in the literature-based
group read and discussed at least one trade book in their literature circles as well as
reading the chapters in the textbook, worked with assignment choice boards, and were
expected to gain a more in-depth understanding of the Civil War. However, the content
knowledge test did not ask them any evaluative questions that could have demonstrated
their depth of understanding.
The third possible explanation is that this study was conducted too late in the
school year. This study was conducted during the last three weeks of the school year.
Students in both groups were often pulled from their history class for tutoring or for
special programs. In addition, the last couple of weeks of school are a time when awards
programs and assemblies are being held and classes are missed, as occurred during this
study. This creates a shorter time period and too many distractions for the unit. At those
times, students have their attention more on getting out of school or on out of school
activities and less on their studies.
Another possible explanation for the lower than expected difference scores in
content knowledge from pretest to posttest is the lack of evidence of comprehension
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strategy instruction and vocabulary instruction. In the literature-based group, the teacher
gave the students choices in assignments which involved three required assignments and
two optional assignments, but did not involve direct instruction in either vocabulary or
comprehension. In the textbook based group, the teacher lectured with a PowerPoint
presentation and the Internet, but did not teach vocabulary or comprehension strategies
directly.
In the traditional textbook and lecture method of instruction, the teacher’s
organization of the lessons included lecture from the textbook, quizzes, and writing
essays with students working independently. However, in the literature-based instruction
group, the teacher’s organization of the lessons included literature circles with students
working in small, collaborative groups to read trade books as well as the textbook and
other informational material. From my observation of the classes, students were more
engaged in the learning activities in the literature group than in the traditional group
evidenced by student behaviors such as paying attention, note taking, and the appearance
of sleepiness. Students in the literature-based group were more actively involved in the
small group activities which included on-task, animated discussions and reading to one
another.
I believe that the combination of these elements, length of the study, test
construction, the timing of the study (i.e., last three weeks of school), a lack of
vocabulary and comprehension instruction, and difference in student engagement may
have resulted in unanticipated conclusions.
For the attitudinal data, student attitude toward social studies difference scores
served as the dependent variables to be used in the repeated measures MANOVA and the
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instructional method was the fixed factor variable. The results indicated that two of the
nine constructs tested showed a significant difference from the pre-study survey to the
post-study survey between the literature-based instruction and traditional lecture-style
instruction. The two constructs showing a significant difference were: (a) student attitude
toward social studies and (b) student perception of the usefulness of social studies.
Results from all other constructs were not significant.
For the construct student attitude toward social studies, students in the literaturebased method, working in small, collaborative groups were more positive to liking the
topics and enjoying the activities in social studies than the traditional lecture method.
Both groups showed positive responses to “In social studies, I try to do as well as I can”
although the students in the literature-based method had much higher ratings. Students
who were taught through the literature-based method with small, collaborative groups
had significantly more positive attitudes toward social studies as a whole than those in the
traditional lecture method. Students who are given opportunities to work with others in
small groups, choices of interesting activities, and choices of literature related to the topic
being studied tend to enjoy social studies.
For the construct student perceptions of the usefulness of social studies, students
in the literature-based method, working in small, collaborative groups were more positive
in their feelings of social studies helping them understand their world, helping them get a
job, and their expectations of being able to use what they learned. The highest rating in
this construct was that social studies would help them understand the world around them.
Students in the traditional, lecture method had generally lower expectations of the
usefulness of social studies in their lives. Student responses on all of the items in this
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construct were mediocre, which indicates a lack of real interest or relevance of social
studies to them. The evidence, from this and previous studies suggests that when
students work in small, collaborative groups and have the opportunity to read a variety of
books on the topics, they are able to discover interesting facts and are able to discuss
issues and concepts, thereby finding relevance to their lives and their world.
Student attitude is a product of their motivation and self-efficacy. Students’ selfefficacy of reading in social studies affects achievement in social studies. Instructional
methods have an impact on students’ self-efficacy, motivation, and attitude. Instructional
methods that engage students’ minds and interest become the springboard for engaging
and motivating students. Focus group interviews in other related studies (Hansberry &
Moroz, 2001; Hobbs & Moroz, 2001; Thiveos & Moroz, 2001) reveal that students have
stated that the reason they find social studies boring is due to the teacher’s instructional
method. They have also listed the most common activities in their social studies classes
as reading the textbook, answering questions from the textbook, homework, and copying
from the board. I have come to the conclusion that when teachers use trade books to
supplement the social studies textbook, have their students work in groups, and provide
opportunities for interaction and collaboration on projects, students’ attitude toward the
social studies improves.
However, the results of the other constructs measured on the attitude survey were
not significantly different between the literature-based instructional method and the
traditional lecture textbook method. These constructs with insignificant results are:
student attitude toward school, perceived teacher attitude toward social studies, perceived
teacher attitude toward students, classroom climate, classroom management, perception
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of students’ own ability, and parental support for social studies. Most students in each
group agreed with the statements concerning each of these constructs and gave them a
medium value score, so there were no significant differences. How the students felt
about their school, their teacher, their classroom, and themselves did not change through
the unit of study. Their teachers continued teaching the way they always did, so the
students saw no change.
Implications
Based on the findings of this study, there are several implications for eighth grade
U.S. History classroom teachers. The first is that students taught history through trade
books to supplement the textbook in small, collaborative groups may have significantly
higher attitudes toward the subject than those taught through a traditional, lecture-style
instruction. This finding led to the conclusion that trade books should be used as a
supplement to the textbook in teaching eighth grade history and having students work in
small, collaborative groups improves student attitude.
The second is that student attitude is a product of motivation and self-efficacy and
therefore, attitude affects achievement. Instructional practices affect children’s
motivation to read as well as their academic achievement. Self-efficacy is a vital factor
in theories of motivation; therefore, students’ self-efficacy of reading in social studies has
a direct effect on their motivation and achievement in social studies.
The third implication is that although student content knowledge did not show a
significant difference between literature-based instruction and traditional textbook-based
instruction, assessment of content knowledge should be directly related to the method of
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instruction. Assessment of content knowledge should also involve students’ critical
thinking skills, as this is required by CCSS-ELA.
Just as traditional instruction with lectures on the textbook does not provide a
deep level of understanding one can have when cultural and social issues during
historical times are painted through the words of a novel, literature-based instruction
using only novels for the basis of an historical unit is not complete without the textbook
and other materials and resources to provide factual information.
In order for middle school history/social studies teachers to improve the attitudes
of their students toward the subject, they should know the reading ability of their students
and select good quality children’s literature of varying reading levels related to each unit
of study. Both historical fiction and nonfiction should be utilized by providing a large
variety of trade books for the students to choose for reading to supplement the textbook.
Using a variety of activities with learning in collaborative groups relating the trade books
to the textbook may increase student engagement, which should also improve student
attitude.
Recommendations
Based on the findings and limitations of this study, further research is
recommended. This study was limited in its scope by its duration, location, and time of
year.


A longer period of time than three weeks is recommended. Nine weeks or
longer would allow students more time to be engaged with trade books
and collaborative activities.
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Another recommendation is to use a larger pool of participants from more
middle schools which would provide a larger source of data.



Future research should be conducted at a time of the school year when
distractions are minimal, such as at at a time other than the last three
weeks of school, the last two weeks before winter holidays, or the first few
weeks after summer break. At those times, students have their attention
more on getting out of school or on out-of-school activities and less on
their studies. Students in both groups were often pulled from their history
class for tutoring or for special programs during this study. In addition,
the last couple of weeks of school are a time when awards programs and
assemblies are being held and classes are missed.



The content knowledge assessment used in this study was created by the
teachers from test bank questions provided by the textbook publisher. In
future research, the teachers and the researcher should work together to
create the test items according to the scope, sequence, and student
assignments of the unit as well as directly related to the strategies and
assessments of the Common Core State Standards.



The attitude survey used in this study asked many more questions that
were not used as part of the results because the focus of the study was on
student attitude toward social studies. Other parts of the survey could be
used to add information such as how often students are engaged in specific
types of activities, ranking social studies with other subjects, what they
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study in the social studies curriculum, and open ended questions regarding
what they like and dislike about social studies.


Finally, this study used a quasi-experimental design with one group from
each of two schools. Future research in this area using a mixed methods
design would provide more in-depth information through student
interviews that could enhance the quantitative data with information from
student interviews regarding their favorite activities, their preference of
assignments, their inferences about the usefulness of social studies outside
of school, and their favorite sources of information. The qualitative part
of the study would give students an opportunity to answer questions in
their own words and allow the researcher to observe the interactions of the
students, their interactions with the teacher, and their body language. The
types of questions I would ask include: (a) what activities do you enjoy in
social studies, (b) what do you like most (and least) about social studies,
(c) how do you think learning social studies will help you in your future
career, (d) what kind of advice would you give your teacher about social
studies, and (e) what books have you read that related to social studies?

In history classes, many students do not have the necessary background
knowledge to comprehend the concepts and so need more detail that can be provided
through trade books. Also, students need to use sequencing, making connections
between historical events, and identifying cause and effect in addition to other strategies
in the social studies classroom; therefore, the social studies teacher is an important factor
in successful literacy development. Vocabulary development and comprehension
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strategies need to be taught in the social studies class as well as the social studies content.
The teacher should provide a wide variety of trade books at a variety of reading levels for
students to read in addition to their textbooks. Collaborative projects provide students the
opportunity to discuss issues and concepts with other students, thereby increasing their
knowledge about the social studies topic. In addition, teachers should maintain interest in
their classes by varying the method of integration of trade books with literature circles,
and reading and writing workshop, among others. Improving reading achievement,
student engagement, and school success are common goals for most teachers; using
literature-based instruction with collaborative groups may help achieve these goals.
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Civil War Unit
U. S. History
Pretest

A. Matching
Directions: Match each item to the correct statement
PART 1
A. Wilmot Proviso
B. Compromise of 1850
C. Kansas-Nebraska Act
D. The Missouri Compromise
_____1. divided the territory into two parts

_____2. attempted to ban slavery in territories won from Mexico
_____3. declared Congress unable to ban the slave trade between states
_____4. attempted to keep the number of free states and slave states equal
Part 2
A.
B.
C.
D.
E.

Battle of Shiloh
Battle of Chancellorsville
Battle of Fredericksburg
Battle of Antietam
Battle of Bull Run

_____5. one of the worst defeats for the Union
_____6. one of the bloodiest Civil War battles
_____7. General Jackson’s last battle
_____8. first major battle of the Civil War
_____9. discovered battle plans lead to a Northern victory here.
B. Multiple Choice
Directions: Choose the best answer for each item and write the letter of your choice in the blank.
____10. What compromise did Henry Clay propose for admitting Missouri to the Union?
A. admit Missouri as a free state and allow slavery in all other new states from that time
forward
B. admit Missouri as a free state and Maine as a slave state
C. admit Missouri as a slave state and ban slavery in all other new states from that time
forward
D. admit Missouri as a slave state and Maine as a free state
____11. Which of the following political parties was formed in 1848 for the purpose of banning
slavery in western territories?
A. Democrat
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B. Free-Soil
C. Whig
D. Republican
____12. Which of the following is an example of popular sovereignty?
A. In 1837, Michigan becomes a free state because it is north of Missouri.
B. In 1836, Arkansas becomes a slave state because it is south of Missouri.
C. In 1849, California voters approve a state constitution that bans slavery.
D. In 1846, the House of Representatives bans slavery in territories won from Mexico.
____13. What led to the violence in Kansas in 1855?
A. the repeal of the Compromise of 1850
B. the election of Abraham Lincoln as President
C. the verdict in Dred Scott v. Sandford
D. the rivalry between proslavery and antislavery settlers
____14. Which of the following statements about John Brown’s raid at Harper’s Ferry is false.
A. John Brown was a supporter of the abolitionist movement.
B. Brown thought his raid would lead to a major slave revolt.
C. The southern states supported John Brown’s cause
D. John Brown was executed for his attack at Harper’s Ferry
____15. What effect did Abraham Lincoln’s election in 1860 have on national unity?
A. It healed the nation’s political divisions
B. South Carolina seceded, but other southern states remained in the Union
C. Several southern states seceded in protest
D. It caused the South to declare war on the North
____16. What was the North’s one official goal at the start of the Civil War?
A. to protect the northern way of life
B. to abolish slavery
C. to drive slave states out of the Union
D. to keep the Union together
____17. What was one effect of the Emancipation Proclamation?
A. It caused many European nations to come to the aid of the Confederacy.
B. It added the abolition of slavery in the South to the Union’s war goals.
C. It changed northern strategy from an offensive to a defensive plan.
D. It ended slavery in the Union.
____18. Which of the following helped the Union achieve one of its goals in the Civil War?
A. the discovery of General Lee’s battle plan at Antietam
B. the aggressive tactics of General George McClellan
C. the determination of General Grant
D. well-trained soldiers at the Battle of Bull Run
____19. How did Ulysses S. Grant’s concept of total war differ from earlier strategies?
A. Civilians and their property were left untouched.
B. Civilians were subject to the same hardships as enemy soldiers.
C.. The army and the navy attacked enemy strongholds together.
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D. .No prisoners were taken.

C. Listing
20. List two strengths and two weaknesses of the North and South at the start of the war.

21. List 3 of the 5 main parts to the Compromise of 1850.

D. Fill in the Blank
22. What was the name of the book written by Harriet Beecher Stowe that changed many
people’s opinion about slavery? ____________________
23. The______________________ decision affected the slavery debate by reversing the
Missouri Compromise.
24. The attack on Fort _________ was the beginning of the Civil War.
25. What was the name of the Union’s first ironclad ship? ____________________
26. The Confederacy surrendered on what date? ______________________
E. Discussion
Directions: Pick one of the topics below. Write what you know.
Discuss how the Fugitive Slave Act of 1850 and the formation of the Republican Party increased
tensions between slave states and free states.

Describe how Union President Abraham Lincoln and Confederate President Jefferson Davis
contributed to the war. Use examples from your text.
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Civil War Unit
U. S. History
Posttest

A. Matching
Directions: Match each item to the correct statement
PART 1
E. The Missouri Compromise
F. Wilmot Proviso
G. Compromise of 1850
H. Kansas-Nebraska Act
_____1. divided the territory into two parts

_____2. attempted to ban slavery in territories won from Mexico
_____3. declared Congress unable to ban the slave trade between states
_____4. attempted to keep the number of free states and slave states equal
Part 2
F.
G.
H.
I.
J.

Battle of Antietam
Battle of Shiloh
Battle of Bull Run
Battle of Chancellorsville
Battle of Fredericksburg

_____5. first major battle of the Civil War
_____6. General Jackson’s last battle
_____7. one of the bloodiest Civil War battles
_____8. one of the worst defeats for the Union
_____9. discovered battle plans lead to a Northern victory here.
B. Multiple Choice
Directions: Choose the best answer for each item and write the letter of your choice in the blank.
____10. What compromise did Henry Clay propose for admitting Missouri to the Union?
A. admit Missouri as a free state and allow slavery in all other new states from that time
forward
B. admit Missouri as a slave state and ban slavery in all other new states from that time
forward
C. admit Missouri as a free state and Maine as a slave state
D. admit Missouri as a slave state and Maine as a free state
____11. Which of the following political parties was formed in 1848 for the purpose of banning
slavery in western territories?
A. Whig
B. Democrat
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C. Republican
D. Free-Soil
____12. Which of the following is an example of popular sovereignty?
A. In 1836, Arkansas becomes a slave state because it is south of Missouri.
B. In 1837, Michigan becomes a free state because it is north of Missouri.
C. In 1846, the House of Representatives bans slavery in territories won from Mexico.
D. In 1849, California voters approve a state constitution that bans slavery.
____13. What led to the violence in Kansas in 1855?
A. the rivalry between proslavery and antislavery settlers
B. the election of Abraham Lincoln as President
C. the verdict in Dred Scott v. Sandford
D. the repeal of the Compromise of 1850
____14. Which of the following statements about John Brown’s raid at Harper’s Ferry is false.
A. The southern states supported John Brown’s cause
B. John Brown was executed for his attack at Harper’s Ferry
C. John Brown was a supporter of the abolitionist movement.
D. Brown thought his raid would lead to a major slave revolt.
____15. What effect did Abraham Lincoln’s election in 1860 have on national unity?
A. Several southern states seceded in protest
B. It healed the nation’s political divisions
C. It caused the South to declare war on the North
D. South Carolina seceded, but other southern states remained in the Union
____16. What was the North’s one official goal at the start of the Civil War?
A. to abolish slavery
B. to drive slave states out of the Union
C. to keep the Union together
D. to protect the northern way of life
____17. What was one effect of the Emancipation Proclamation?
A. It ended slavery in the Union.
B. It changed northern strategy from an offensive to a defensive plan.
C. It added the abolition of slavery in the South to the Union’s war goals.
D. It caused many European nations to come to the aid of the Confederacy.
____18. Which of the following helped the Union achieve one of its goals in the Civil War?
A. the aggressive tactics of General George McClellan
B. the determination of General Grant
C. well-trained soldiers at the Battle of Bull Run
D. the discovery of General Lee’s battle plan at Antietam
____19. How did Ulysses S. Grant’s concept of total war differ from earlier strategies?
A. No prisoners were taken.
B. Civilians and their property were left untouched.
C. Civilians were subject to the same hardships as enemy soldiers.
D. The army and the navy attacked enemy strongholds together.
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C. Listing
20. List two strengths and two weaknesses of the North and South at the start of the war.

21. List 3 of the 5 main parts to the Compromise of 1850.

D. Fill in the Blank
22. The attack on Fort _________ was the beginning of the Civil War.
23. What was the name of the Union’s first ironclad ship? ____________________
24. What was the name of the book written by Harriet Beecher Stowe that changed many
people’s opinion about slavery? ____________________
25. The Confederacy surrendered on what date? ______________________
26. The______________________ decision affected the slavery debate by reversing the
Missouri Compromise.
E. Discussion
Directions: Pick one of the topics below. Write what you know.
Discuss how the Fugitive Slave Act of 1850 and the formation of the Republican Party increased
tensions between slave states and free states.

Describe how Union President Abraham Lincoln and Confederate President Jefferson Davis
contributed to the war. Use examples from your text.
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